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CHAPTER I 
Introduction 
Justification for Study 
The public school system is given the task of educating all 
children. Remedial programs address the academic needs of low-
achieving children who are not learning adequately in the regular 
education classroom. These programs are designed to improve 
academic skills, but often achievement motivational factors are not 
included as a crucial part of the curriculum. Uguroglu and Walberg 
(1979) studied the importance of motivational factors by reviewing 22 
achievement-motivated studies, and they determined that 11.4% of 
the variance in achievement is accounted for by motivation which, 
when low, may be "a po·~ent deterrant to learning" (p. 375). 
A student's academic performance may be impaired by an 
achievement motivational style that acts as a debilitating force in 
the classroom. Low-achieving students tend to be "externals" and 
believe their school performance is a stable factor beyond their 
control. Low achievers frequently lack a mastery orientation to 
tasks and do not "take responsibility." Achievement motivation is a 
significant and multifaceted variable that affects a student's 
classroom behavior. Understanding the variables encompassing 
academic motivation is crucial in order to help E;ducators tailor 
appropriate curriculum in all programs. As self-mastery, self-
8 
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competence, and problem-solving skills improve, skill acquistion 
should increase along with improvement in self-esteem. 
Meichenbaum (1980) suggests that one's performance in 
evaluative situations is affected by our "meaning system, internal 
dialogue, behavioral acts, and interpretation of behavioral outcomes" 
(p. 202); and he proposed a cognitive-behavioral strategy to improve 
learning receptivity in low-achieving students. Cognitive-behavioral 
interventions have successfully been applied in achievement settings 
and been shown to have a significant effect with academic 
motivation resulting in the improvement of reading and math 
achievement. This study implemented a cognitive-behavioral 
treatment package that attempted to improve achievement 
motivation of low-achieving students by enhancing classroom 
behavior and self-concept in evaluative situations. 
9 
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Statement of the Problem 
The purpose of this study was to determine the effects of a 
cognitive-behavioral treatment on self-esteem, intrinsic motivation, 
reading achievement, and student classroom behavior with low-
achieving elementary-age students. 
10 
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Theoretical Rationale 
Stress inoculation training is a treatment adapted in this study 
in order to "influence the valence and priority of the respective 
meanings attached to evaluative settings," (Meichenbaum, 1980) or 
achievement settings in general. Low achievement in school is more 
than just poor study skills, task irrelevant dialogue, or irrational 
beliefs, but all of the above with the executive function as the main 
force affecting performance. Use of an adaptation of the stress 
inoculation procedure, as developed by Meichenbaum, has not been 
previously used as a treatment to affect self-esteem, intrinsic 
motivation, and student classroom behavior in low-achieving 
elementary-age children in grades three through five. 
Bandura (1977), Goldfried (1982), and Meichenbaum (1980) view 
the learning process from an information processing model. That is, 
the encoding of information that is necessary in learning cannot 
occur unless one develops a self that is receptive to new information. 
This mediational model also views the learner as an active processor 
of experience that occurs through the acquisition, storage, and 
utilization of information. A hierarchical construct may be 
developed whereby one may view all control of processing as flowing 
down from an executive function. The overriding factor that 
determines how one learns or responds seems to be the way in which 
our "schemas" and "scripts" are organized. What information is 
retrieved from long-term memory seems to be related to how we 
11 
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"tagged," (Norman, 1982), it initially, which is based on our 
pre-established bias when encoding the data. Our schemas, "belief 
systems," (Bandura, 1977), or "meaning systems," (Meichenbaum, 
1980), have a significant impact on our receptivity when learning as 
well as on our performance in achievement settings. In the learning 
process, what seems especially important is to create a situation 
whereby one becomes more receptive to ideas that help restructure 
the current schema, which allows the individual to be more 
adaptable. Through training, one can become better at self-
monitoring and encoding information; and therefore, one learns to 
fine tune our system that filters, transforms, categorizes, and stores 
what is received. The student needs to improve self-monitoring 
because this process may be functioning in a maladaptive manner 
requiring restructuring of the dysfunctional mediation. As one 
becomes better at self-monitoring, one's ability to control outcome 
and improve self-mastery, self-competence, self-esteem, and 
achievement performance should occur (Battle, 1982; Coopersmith, 
1967; Walden & Ramez, 1983). 
12 
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Definition of Terms 
Student classroom behavior: Classroom behavior was assessed by 
having teachers complete the Devereux Elementary School Behavior 
Rating Scale II (DESBRS). The DESBRS II measured the following 
behavioral clusters of work organization, creative 
initiative/involvement, positive attitude toward teacher, need for 
direction in work, social withdrawal, failure anxiety, impatience, 
irrelevant thinking/talk, blaming, negative-aggressive, perseverance, 
peer cooperation, confusion, and inattention. 
Low achievers: Low achievers in this study were identified as 
students in grades three through five who were enrolled in the PRIME 
remedial reading and math program in targeted Henrico County 
elementary schools. The PRIME students are usually one to two 
years below grade level in reading and/or math, and referrals to the 
program are made by classroom teachers. 
Self-esteem: Self-esteem was measured by one's self-perceived 
effectiveness in meeting environmental demands. One with high self-
esteem would view himself or herself as competent and successful in 
being able to master challenging situations. 
Stress inoculation training: Stress inoculation training, as used in this 
study, may be described as a multifaceted cognitive-behavioral 
treatment used to teach coping and problem-solving skills, and it 
13 
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-------!U-ll'nclude-5 three pbases· educational, rehearsal, and application 
(Meichenbaum, 1977, p. 143-182). 
Intrinsic motivation: Intrinsic motivation was measured by the 
perception of control over factors affecting the achievement 
outcome. Intrinsic motivation develops from one feeling responsible 
for one's actions and by one deriving pleasure in the activity itself. 
14 
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Research Hypotheses 
1. All three groups will show significant gains in reading (as 
measured by the Stanford Diagnostic Achievement Tests), 
2. Students receiving the cognitive-behavioral treatment 
intervention will show significantly higher posttest score gains in 
achievement (as measured by the Stanford Diagnostic Achievement 
Tests) than the study skills or control groups. 
3. Students receiving the cognitive-behavioral treatment 
intervention will show significantly higher posttest score gains in 
student classroom behavior (as measured by the Devereux Elementary 
School Behavior Rating Scale II) than the student classroom behavior 
of the study skills or control groups. 
4. Students receiving the cognitive-behavioral treatment 
intervention will show significantly higher posttest score gains in 
intrinsic motivation (as measured by the Children's Academic 
Intrinsic Motivation Inventory -CAIMI) than the intrinsic motivation 
of the study skills or control groups. 
5. Students receiving the cognitive-behavioral treatment 
intervention will show significantly higher posttest score gains in 
self-esteem (as measured by the Coopersmith Self-esteem Inventory) 
than the self-esteem of the study skills or control groups. 
6. The study skills group will show significant!~, higher posttest 
score gains in academic achievement than the control group. 
15 
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Sample and Data Gathering Procedures 
Low-achieving third through fifth grade students were 
identified from two elementary schools in a Richmond suburban 
community. (Low-achieving students (PRIME) are identified as being 
below grade level in one or more subjects.) From this low-achieving 
population, ten students were randomly assigned to one of three 
groups; treatment, placebo-control, or control group. Each school 
had a treatment group using an adaptation of stress inoculation 
training, a placebo-control group using study skllls training, and a 
control group. All three groups received reading instruction in their 
regular classroom plus remedial reading in PRIME. The cognitive-
behavioral and study skills groups met for 11 consecutive weeks for 
45 minutes per week. The control group did not receive any 
intervention beyond regular class reading or PRIME until after the 
study was completed. Pre- and posttreatment measures were 
obtained for all groups in areas of academic achievement, student 
classroom behavior, intrinsic motivation, and self-esteem. 
16 
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Limitations 
A limitation of this study was the population of low-achieving 
students selected for the treatments. The low achievers were 
students in grades three through five who were enrolled in the PRIME 
remedial program. The PRIME students were one to two years below 
grade level in reading and/or math, and referrals to the PRIME 
program were made by the classroom teachers. This low-achieving 
group was chosen because of their minimal academic progress 
throughout school and because of the need to address the multiple 
factors required to enhance their learning. The results of this study 
cannot be legitimately generalized to groups dramatically different 
from the low-achiever group. 
Another limitation of this study was the lack of longitudinal 
data to determine the long-term effects the treatments have on the 
subjects; however, it is hoped that this could be monitored by the 
researcher after the experiment is completed. 
17 
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CHAPTER II 
Review of the Literature 
Introduction 
This study was designed to determine the effectiveness of a 
cognitive-behavioral approach in developing a learning set and 
mastery orientation in low achievers. Moreover, the importance of 
intrinsic motivation and self-esteem were analyzed as they are 
pertinent issues relating to a student's classroom behavior. Uguroglu 
and Walberg (1972) reviewed 22 studies dealing with motivation and 
achievement and, through correlation, determined that motivation 
accounted for 11.4% of the variance in achievement. Achievement 
motivation is a significant and multifaceted variable that affects a · 
student's classroom behavior. As more low-achieving students are 
identified in the public schools, teachers need to be cognizant of the 
variables that influence learning receptivity in low achievers. Skill 
acquisition, problem-solving skills, intrinsic motivation, and self-
esteem are crucial variables that show improvement as one develops 
better self-competence and a control and mastery orientation in the 
classroom. 
Self-control and Academic Performance 
(Locus of Control and Attribution Theory) 
Perceived control of events is one mediational approach that is 
used to explain academic motivational variance. Three theoretical 
orientations are usually described in this area: social learning theory 
18 
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(locus of control) attribution theory, and intrinsic motivation theory. 
Social learning theorists believe that one's perceived locus of control 
significantly affects academic achievement performance (Clifford & 
Cleary, 1972; Gruen, Korte, & Baum, 1974;-Lessing, 1969; Messer, 
1972; Shaw & Uhl, 1971). That is, if a child perceives that the 
outcome of a situation is based on his or her behavior, success in 
school will increase the probability of attention and persistence on 
new tasks. However, if felt to be externally controlled, academic 
success may not necessarily increase the probability of future success 
(Rotter, 1975). Most studies on locus of control and academic 
achievement describe correlations between questionnaire scores and 
scores on various achievement measures; and by use of analysis of 
variance, the majority of studies finds a significant relationship 
between locus of control questionnaire scores and achievement 
(Stipek and Weiss, 1981). Gorsuch, Henighan, and Barnard (1972) 
warn how children's reading ability needs to be considered because it 
does affect the reliability of the scales as the scales tend to be more 
reliable for good readers. Rotter (1975), Bradley (1977), and 
Gottfried (1984) claim that locus of control is more predictive of 
academic achievement when a locus of control questionnaire taps 
domain-specific areas. That is, school achievement is more highly 
correlated with perceptions of control in achievement settings than 
with perceptions of control in diverse situations. Although Gottfried 
(1984) addressed the issue of "intrinsic motivation," which will be 
19 
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elaborated on further in another section of this review, her Children's 
Academic Intrinsic Motivation Inventory (CAIMI) was applied to 
determine the roles of subject domains in academic intrinsic 
motivation, which pioneered an unexplored area but again targeted 
the specificity of intrinsic motivation. Gottfried's (1984) study 
included 567 middle class subjects from fourth through eighth grade. 
Academic intrinsic motivation was predicted and found to be 
significantly and positively correlated with school achievement and 
perceptions of academic competence. Children distinguished both 
their academic intrinsic motivation and perception of competence by 
subject area. Specific subject areas played an important role in 
differentiating these relationships. Correlations were conducted 
between each of the CAIMI scales and perception of competence 
items. Each student rated his competence on a five-point Likert 
scale in each academic subject, There was a strong consistent trend 
for correlations between the general intrinsic motivation scale and 
perception of competence items. Children with higher intrinsic 
motivation in a specific subject area perceived themselves as more 
competent within that subject area compared to children with lower 
intrinsic motivation. Significant positive correlations within 
corresponding subject areas ranged from .49 to .62, p .001. In 
addition to showing that children distinguish both their academic 
intrinsic motivation and perception of competence by subject area, 
this study revealed the importance of measuring intrinsic motivation 
20 
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separately in subject areas. In this same study, the CAIMI was 
validated and found to be a reliable instrument. 
It seems that locus of control questionnaire scores predict 
grades more strongly than they predict standardized achievement 
test scores (McGhee & Crandall, 1968; Messer, 1972; Nowicki & 
Segal, 197iJ). McGhee and Crandall (1968) concluded that teachers' 
grades are a reflection of factors such as effort, persistence, and 
initiative, which are all part of how a child answers the 
questionnaire; but achievement tests are a less direct measure 
because of tapping acquired skills. Therefore, grade point average 
and/or student performance measures (teacher rating scales) should 
be used when one measures student classroom performance. 
Although the correlational factor between school achievement 
and locus of control is often interpreted or implied, only a few 
studies have actually tested out a causal relationship. Calsyn (1973) 
reanalyzed data from studies done by Sears and Bachman, who 
measured achievement and internality on a school-specific locus of 
control measure. Through use of a cross-lagged panel correlational 
analysis, it was concluded that the total locus of control scale, as 
well as success and failure subscales, causally predominated over 
verbal achievement scores in males; but no pattern of causal 
predominance occurred with females. Stipek (1980), using both path 
and cross-lagged panel correlation analyses with 89 first graders, 
found that the locus of control scores at the beginning of first grade 
21 
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predicted achievement at the end of first grade significantly better 
than achievement at the beginning of first grade predicted locus of 
control at the end. Although there is evidence to support that locus 
of control may be viewed as a cause of achievement, conclusions 
should be made cautiously because of the limited research available 
to document this relationship. 
Another interpretation of the locus of control and achievement 
correlation is that children may be just taking more responsibility for 
their successes than for failures; and therefore, successful children in 
school may take responsibility for their performance (Fitch, 1970; 
Frieze & Weiner, 1971; Friend & Neale, 1972; Ames, Ames, & Felker, 
1976). 
Fitch (1970) completed a study using 135 undergraduates. Self-
esteem was measured by the Tennessee Self-concept Scale. Subjects 
attributed causality for performance in a dot-estimation task to 
internal and external sources, Self-esteem enhancement influenced 
subjects to attribute success outcomes to internal sources to a 
greater extent than failure outcomes. Low self-esteem subjects who 
received failure feedback attributed significantly more causality to 
internal sources than did high self-esteem subjects who received 
failure feedback. There was a tendency for high self-esteem subjects 
to internalize success, but not failure outcomes; low self-esteem 
subjects tended to internalize both success and failure, Low self-
esteem subjects internalized failures to a larger extent than high 
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self-esteem subjects, and they internalized success to about the same 
level as high self-esteem subjects. Low self-esteem subjects tended 
to score toward the external end of the I-E control scale. (Rotter's 
scale that measures the extent to which persons view the 
reinforcements they perceive as being internally or externally 
controlled.) 
Brockner and Guare (1983) had 168 undergraduates complete 
the Beck Inventory and the James-Fields-Eagly Self-Esteem Scale. 
Failure situations were attributed to task difficulty (external), 
themselves (internal), no attributions; and a fourth group (control) 
were not given tasks. The results were statistically significant and 
emphasized the fact that subjects low in self-esteem can be improved 
in task performance to the extent that they are led to attribute their 
failure to the difficulty of the task rather than to their own personal 
inadequacy, 
Ames, Ames, & Felker (1976) compl~ted a study showing that 
children integrate complex informational cues in making judgments 
about the causality of achievement events. Children's achievement-
related needs do not lead to simple attributional biases in 
achievement settings. When confronted with consistency information 
or outcome information across trials in actual performance settings, 
the high and low motive group, as measured by the Intellectual 
Achievement Responsibility Scale, do not act according to a simple 
predictable dispositional bias. Sixty-four sixth grade boys were 
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classified as high or low in achievement need by the Intellectual 
Achievement Responsibility Scale, and they solved puzzles of varying 
degrees of difficulty. Consistent performance outcomes resulted in 
greater ascription to stable factors (ability and task) with 
inconsistent performances attributed to the more variable factors 
(effort and luck). Failure outcomes, more than success, were 
attributed to external factors (task and luck). This study suggests 
that consistency of one's performance affects attributions across the 
stability dimension, while outcome cues bias attributions across the 
locus of control dimension. 
Crandall, Katkovsky, and Preston (1962) found a relationship 
between responsibility for achievement performance (Intellectual 
Achievement Responsibility Questionnaire) and time used in 
achievement-related free-play activities and intensity of striving 
(concentration and effort) in the activities. Early grade children (40) 
were used in this study. The importance or premium they placed on 
intellectual competence was predictive for the girls' but not the boys' 
intellectual achievement free-play activities. Girls who highly 
valued intellectual competence spent more time in intellectual 
pursuits in free play and also evidenced more intense striving in these 
activities than girls who expressed less concern with intellectual 
competence. While boys' stated expectation of intellectual success 
was positively associated with intellectual achievement efforts while 
this did not hold to be as true for the girls. Self-responsibility for 
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achievement events was frequently predictive of the boys' 
achievement behaviors but essentially unrelated to those of the girls. 
James (1965, reported in Lefcourt, 1976) and Thurber, Heacock, and 
Peterson (1974) for adults, and by Gagne and Parshall (1975) for 
children, found that those with an internal locus of control 
orientation were more persistent on tasks. There is also evidence, 
primarily with adults, which suggests that internal adults are more 
reflective in task situations than external adults (Gozali, Cleary, 
Walster, &: Gozali, 1973; Julian &: Katz, 1968; Rotter &: Mulry, 1965). 
Massari (197 5) did not find this relationship with children. Massari's 
(1975) locus of control scale tended to be quite generalized and 
lacked specificity to academic situations which probably interfered 
with expected results. 
Gozali, Cleary, Walster, &: Gozali (1973) used the Rotter 
Internal-External Control Scale with 63 university students. 
Response latency on a computer-administered, computer-recorded 
verbal ability test measured the sense of control variable of internal 
(those who perceive outcomes to be the consequence of their own 
actions) or external (those who perceive outcomes to be due to fate 
and luck). Internals used time in a manner systematically related to 
item difficulty. 
Weiner (1979), an attribution theorist, emphasizes situational 
determinants of personal causality. He identifies three dimensions of 
causality: locus of causality, control, and stability. Locus of 
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causality can be either internal or external. Internal controllable 
(effort) and internal uncontrollable (ability) are separated, and effort 
(unstable cause) is more susceptible to self-control than ability 
(stable), according to Weiner· (1979). Weiner (1979) states that how a 
cause is categorized is quite subjective as determined by the meaning 
the individual applies. Children's attributions have been tested on a 
limited basis by being questioned on their own or by another child's 
hypothetical or real performance on a task. A subject usually 
identifies the importance of ability, effort, luck, and task difficulty; 
and a flaw in this research is that responses tend not to be reliable 
(Stipek & Hoffman, 1980). 
Internal attributions for success are hypothesized to be linked 
with high achievement needs; but in failure situations, Weiner (1979) 
postulates children's achievement needs and behavior are a function 
of "the stability" of their attributions. Those who attribute failure to 
ability or task difficulty (stable factors) are less likely to approach 
achievement tasks than children who attribute their failures to luck 
or effort (unstable factors). Weiner (1980) suggests that individuals 
who attribute success in achievement contexts to themselves are 
higher in resultant achievement motivation and on-task behavior than 
those who attribute success to external factors. 
Weiner and Kukla (1970), Weiner and Potepan, 1970; Young and 
Egland, 1976; Stipend and Hoffman (1980) found that low-achieving 
boys in first and third grades were more likely to attribute failure to 
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lack of ability than were high-achieving boys. Performance was 
affected by their perceptions of the causes of academic problems. 
Schunk (1984) investigated the sequence of attributional 
feedback on children's motivation, attributions, self-efficacy, and 
skillful performance. In two experiments using children from eight to 
ten years of age, problems were presented using conditions of 
(ability-ability), (effort-effort), (ability-effort), or (effort-ability) 
sequences of feedback by the trainer. Children who received ability-
ability and ability-effort conditions developed higher ability 
attributions, self-efficacy, and subtraction skills compared to 
subjects in effort-ability and effort-effort conditions. Contrary to 
prediction, children who received effort feedback during the first 
half of training did not place greater emphasis on effort as a cause of 
success compared with subjects initially given ability feedback. 
These results conflict with Weiner's attributional theory which shows 
that effort feedback enhances children's effort attributions. 
Moreover, it questions the term "ability" as being a "stable factor" 
that Weiner describes. 
Marsh (1984) is critical of Weiner's research because it is 
entirely "situational." That is, Weiner typically asks for attributions 
about a hypothetical person, whereas "dispositional" studies ask 
subjects to make self-attributions about their own behavior. Marsh 
(1984) assessed dimensions of academic self-attributions, multiple 
dimensions of self-concept, multiple self-concepts as inferred by 
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peers and by teachers, and academic achievement skills in reading 
and math with 559 fifth grade students. Through factor analysis and 
correlations, Marsh {1984) found that students who attribute their 
academic success to their own ability and to their effort tend to have 
better academic skills and higher academic self-concepts. Students 
who attribute their academic failures to their lack of ability and, to a 
lesser extent, to their lack of effort have poorer academic skills and 
lower academic self-concepts. Academic self-attributions and 
academic self-concept are also specific to particular content areas so 
that ability attributions in verbal areas do not generalize to those in 
mathematics. Students see their ability in verbal and mathematical 
areas as reasonably distinct, although they perceive the amount of 
effort that they put into different subject areas as more similar. 
Marsh (1984) further elaborates on the connection of self-attribution 
and self-concept in another study of 248 fifth grade students. The 
Self-Description Questionnaire (SDQ) measured components of self-
concept having an academic, non-academic, and total self-concept. 
The Sydney Attribution Scale was also used. The results showed 
reading ability to be significantly correlated with reading attributions 
and self-concept. Math ability attributions were more correlated 
with math self-concept than reading self-concept, and reading 
attributions were correlated with each other. Ability attributions are 
specific to academic content, but effort attributions may not be 
academic content specific. One, therefore, needs to look beyond just 
internality versus externality. 
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Dweck and Goetz (1978) identify the "learned helpless" as those 
types of individuals who lack persistent effort and pursuit of 
alternative solutions, and animal research by Maier and Seligman 
(1976) shows the negative effect failure has on animals when the 
animal has no control of outcome. Dweck and Goetz (1978) 
summarized the research on learned helplessness by the following: 
Learned helplessness in achievement situations exists when an 
individual perceives the termination of failure to be 
independent of his responses. This perception of failure as 
insurmountable is associated with attributions of failure to 
invariant factors, such as lack of ability, and is accompanied by 
seriously impaired performance. In contrast, mastery-oriented 
behavior, increased persistence or improved performance in the 
face of failure, tends to be associated with attributions of 
failure to variable factors, particularly to a lack of effort. One 
would think that persistence following failure would be related 
to one's level of ability or to one's history of success in that 
area. Yet our research with children has shown that, compared 
to achievement cognitions, these variables are relatively poor 
predictors of response to failure. (p. 2) 
Evidence that children can be trained to make effort attributions for 
failure and that this training will result in greater persistence when 
confronted with possible failure was demonstrated in studies by 
Dweck and Reppuci (1973), Dweck (1975), and Chapin and Dyck 
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(197 6). These studies trained effort attributions and in Dweck (197 5) 
she assigned "helpless" children to two treatment groups. Twenty-
five daily sessions of either success only or attribution retraining 
occurred with two treatment groups of "helpless" children. All of the 
attribution trained group showed greater persistence when at risk for 
failure with no change in the success only trained group. Even though 
Dweck (1975) obtained significant results, only 12 subjects were used 
in the study. These subjects do reflect the most "helpless" children 
out of a population of 750, ages 8 to 13 years, but the small sample 
and lack of a waiting list control should alert the researcher to 
interpret results cautiously. Although there is evidence showing the 
importance of effort attributions on persistence on a task, the issue 
of luck, as described by Weiner, has not been researched with 
children. 
Bosworth and Murray (1983) measured locus of control in 65 
dyslexics compared to 38 "normals" from 8 to 15 years of age. The 
Intellectual Achievement Responsibility Questionnaire and the 
Nowicki-Strickland Locus of Control Scale for Children were used. 
Dyslexics had a significantly lower score in locus of control for 
academic success. This indicates their learned helpless stance and 
need for assistance in developing more self-competence in order to 
be a more receptive learner. 
Self-control and Academic Performance (Intrinsic Motivation) 
Some intrinsic motivation theorists believe that one pursues a 
task for the pleasure inherent in the activity itself (Berlyne, 1965; 
30 
Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.
Deci, 197 5). Educational importance and proposals regarding 
achievement and its relationship to intrinsic motivation are available 
(Berlyne, 1965; Brophy, 1983; Day, Berlyne, & Hunt, 1971; Gottfried, 
1984; Harter, 1978 & 1981; Pittman, Boggiano, & Ruble, 1983). 
Harter's (1978) contention that in order for children to experience a 
feeling of efficacy, they must feel they are responsible for the 
performance is similar to Weiner's attribution approach; but Weiner 
views perceived self-competence as only a small part of how success 
on achievement tasks is explained. Harter (1978 & 1981) believes 
that the motive for competence or mastery is critical. 
Deci (1975) and de Charms view intrinsic motivation from a 
self-determination standpoint. De Charms (1976) states: "Man's 
primary motivational propensity is to be effective in producing 
changes in his environment. Man strives to be a causal agent to be 
the primary focus of causation for, or the origin of his behavior; he 
strives for personal causation." (p. 4) Self-determination theorists 
measure children's perceptions of control over the achievement 
context in the sense of having control over the selection of tasks 
whereas attribution theorists focus on perceptions of control over the 
factors affecting the achievement outcome. In all the models 
mentioned, the subject's perceptions of causality are more important 
than the plain reality of the situation. 
De Charms (1976) trained teachers in a black inner city junior 
high school (grades six to eight) to develop "origins." They eventually 
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saw themselves as the "locus of causality" rather than "pawns" who 
were those who experienced their actions as determined by external 
circumstances. De Charms suggested that the "origin" is positively 
motivated, confident, optimistic, and internally driven while the 
"pawn" is negatively motivated, defensive, avoidant of challenge, and 
feels powerless. He believed in the crucial aspect of intervening 
personal experience. With use of projective measures, those students 
in experimental classrooms demonstrated more origin-like thinking 
than did the controls; and the origins also performed better on 
nationally normed achievement tests. It was concluded then that 
greater control over the selection of academic tasks led to superior 
achievement. 
The learning of challenging and difficult tasks (Lepper, 1983; 
Pittman, Boggiano, & Ruble, 1983), persistence and a mastery 
orientation (Harter, 1981; Lepper, 1983), and a high degree of task 
involvement (Brophy, 1983; Nicholls, 1983) have all been related to 
the need for intrinsic motivation in achievement settings. Licht 
(1984) classified 124 fifth grade students into mastery or helpless-
oriented groups, and when each group was presented with a 
"confusing problem," the mastery-oriented group significantly 
outperformed the helpless group's style. This provides further 
evidence of how a child's achievement orientation affects actual 
achievement performance differences. 
Harter (1981) used the Harter Intrinsic Motivation Inventory 
with third and ninth grade students, and she factored out two clusters 
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of subscales: (a) preference for challenge/preference for work, 
curiosity/teacher approval, independent mastery/dependence on the 
teacher; (b) independent judgment reliance on teacher judgment, 
internal versus external criteria for success and failure. Third 
graders were more intrinsic on cluster (a) but extrinsic on cluster (b); 
and overall, they were more dependent on the teacher for 
information. Ninth graders were low on intrinsic in cluster (a) and, 
therefore, they were doing work for grades and meeting teacher 
expectations; but they were high on intrinsic level for cluster (b) as 
they self-determined if they were successful. Harter's implication is 
that schools are stifling learning in regard to challenge, curiosity, and 
independent mastery; but she also speculates that motivation is 
situation specific and she hypothesizes that the adaptiveness of one's 
motivation is crucial in effecting performance. This article indicates 
the situation specificity of intrinsic motivation and suggests the need 
to consider it when looking for measuring instruments. 
Reeve and Loper (1983), using 44 learning disabled children, 
found a weak but significant relationship between intrinsic 
motivation using Harter's Scale and teacher ratings, but minimal 
relationship between grades and motivation orientation. This lends 
further support for using a teacher rating scale to evaluate results of 
a treatment strategy for achievement motivation. Gottfried (1982), 
using her own Academic Intrinsic Motivation Inventory, found 
intrinsic motivation as being positively related to school 
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achievement; but she also measured anxiety by her own instrument 
and found, as the majority of researchers believe, that anxiety is 
negatively related to achievement. 
Gottfried (in press), using 567 middle class fourth through 
eighth grade public school students, found evidence supporting the 
hypothesis that academic intrinsic motivation is positively and 
significantly related to children's school achievement. Bivariate and 
multiple correlations between the scales of the CAIMI and 
standardized achievement scores and teacher grades were completed. 
Significant correlations ranged from .24 to .44, and academic 
intrinsic motivation accounted for up to approximately 20% of the 
variance in school achievement. The general motivation scale of the 
CAIMI was the most consistent intrinsic motivation correlate of 
academic achievement, but the magnitudes of the correlations for 
math achievement with math motivation (CAIMI has a separate scale 
for each subject area) exceeded those with the general overall 
motivational scale. Math motivation also evolved to be the only 
CAIMI scale that was a consistent independent predictor of its 
corresponding achievement area. 
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Cognitive-behavioral Perspective of Academic Performance 
The theoretical rationale of Meichenbaum's self-instructional 
training strategy was developed from Luria (1959) and Vygotsky 
(1962) who proposed that speech increasingly becomes internalized 
with children's development, and it gradually assumes a greater role 
in controlling overt behavior. Thus, a child's behavior is initially 
regulated by the speech of adults, then by the child's overt speech, 
and finally the behavior is directed by the child's own inner covert 
speech. The self-instructional training procedure involves the 
following steps as described by Meichenbaum and Burland (1979): 
1. An adult model performed a task while talking to himself 
out loud (cognitive modeling); 
2. The child performs the same task under the direction of the 
model's instructions (overt external guidance); 
3. The child performs the task while instructing himself aloud 
(overt self-guidance); 
4. The child whispers the instructions to himself as he goes 
through the task (faded overt self-guidance); and finally 
5. The child performs the task while guiding his performance 
via inaudible or private speech or nonverbal self-direction (covert 
self-instruction). (p. 427) 
The skills which are the goal of treatment are: "problem 
definition, focusing attention and response guidance, self-
reinforcement, self-evaluative coping skills, and error-correcting 
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options" (Meichenbaum & Burland et al) (p. 4-29} Extensive research 
has been done which successfully applied the self-instructional 
approach with children who are hyperactive (Douglas, Parry, Marton 
& Garson, 1976}, aggressive (Camp, B1om, Herbert & Van Doorninck, 
1977}, disruptive preschoolers (Bornstein & Quevillon, 1976}, 
emotionally disturbed (Finch, Wilkinson, Nelson & Montgomery, 1975) 
and normal (Meichenbaum & Goodman, 1971}. The application of 
cognitive-behavioral techniques to academic concerns also has been 
done. Torgensen (1977) describes active rehearsal as being the most 
salient feature of memory tasks rather than a "memory deficit." He 
describes the "dependent" child as lacking the skills necessary for the 
development of the self as an active agent in learning. He targets 
the learning disabled children as those who are more dependent in 
academic areas, less hard working, more impulsive, and less capable 
of following instructions; and he hypothesized that a learning 
strategy is necessary to enhance achievement. Dusek (1980, in 
Sarason), rather than using dependency, uses the term "reliance on 
external supports" (p. 93) when describing how the high test-anxious, 
low-achieving person functions because of a developmental history of 
failure experiences in evaluative situations. Numerous personality 
theorists have emphasized the need for individuals to have a feeling 
of control, competence, and mastery (de Charms, 1968; Rotter, 1954-; 
Seligman, 1975); and behavioral-cognitive approaches may be viewed 
as training in coping skills (Goldfried, 1980) with the ultimate goal of 
increasing the sense of personal mastery. 
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The importance of internal dialogue was demonstrated by 
Hollandsworth, Glazeski, Kirl<land, Jones, & van Norman (1979) when 
they assessed the internal dialogues of females taking a test. The 
high test-anxious subjects engaged in more task-irrelevant thinking 
and negative rumination than the low test-anxious subjects. Another 
significant finding in this test anxiety research was that low anxious 
subjects showed more physiological arousal than the high anxious 
subjects, but the anxiety was perceived as facilitative. Therefore, 
the physiological arousal was not the critical debilitating force but 
rather the internal dialogue. Goldfried, (1977), Meichenbaum (1972), 
and Wine (1971) have demonstrated that a cognitive-behavioral 
treatment can help test-anxious subjects learn to view their anxiety 
more positively as a cue to cope. 
Cognitive-behavioral approaches have been successful in 
reducing test anxiety, but often there is little or no significant effect 
on achievement skills (Hussian & Lawrence, 1978) unless one 
integrates specific skills acquisition training into the treatment 
(Kirkland & Hollandsworth, 1980). Kirkland and Hollandsworth (1980) 
used a cognitive approach to skills acquisition training involving three 
explicit components: teaching effective test-taking strategies, 
adaptive self-instructional statements, and attentional control skills 
with undergraduates. This treatment increased test-taking skills and 
reduced worry, which Morris, Davis, and Hutchings (1981} describe as 
a type of cognitive interference that results in dysfunctional 
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performance in evaluative or learning situations. Genshaft's (1982) 
research in reducing math anxiety is another example of how crucial 
the integration of skill acquisition and cognitive training is. In this 
study, seventh grade girls with "mathematics achievement at least 
one year lower than reading achievement • • • and identified 
mathematics anxiety as determined by the teachers" were selected, 
and 36 were randomly assigned into 3 groups •. A control group 
received normal math instruction; a math tutoring group met for 
eight weeks (two times per week) and received tutoring in addition to 
regular math class; and the third group received math tutoring plus 
self-instructional training to reduce math anxiety and to help them 
be more on task and reduce negative self-evaluative comments. The 
Stanford Diagnostic Mathematics Test was used to assess math skills. 
The self-instructional group was the only group to show significant 
improvement on the computations section; but all groups improved 
equally on the application section. The self-instructional group 
demonstrated "a more favorable attitude toward mathematics" which 
may set the stage for facilitating learning of new math concepts in 
the future. 
Children who have difficulty reading may be interpreted as a 
group that approaches tasks in a passive, unsystematic and inefficient 
manner (Kauffman & Hallahan, 1979; Torgesen, 1977). However, 
these poor "passive" learners can be taught a systematic means of 
approaching tasks (Kauffman &Hallahan, 1979). Lloyd, Kosiewicz, 
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and Hallahan {1982) recommended a procedure that improves reading 
comprehension by assisting the poor readers in answering literal 
questions about the text and paraphrasing and anticipating important 
questions. These procedures were effective with educable mentally 
retarded and underachieving students {Carnine, Prill, &: Armstrong, 
1978). 
Kendall {1977) used a self-instructional procedure with "slow 
children" and found that it can be effective, but certain factors 
needed to be considered: {1) Rote memorization of clear-cut self-
statements to teach self-instructional training skills is necessary; {2) 
timely use of self-instruction by assisting them on when and where to 
stop and think before responding and relating the self-instruction to 
their behavior; {3) one needs to use modeling as often as possible. 
Kendall also analyzed incentives that aid in treatment, and these 
include the value of the therapeutic relationship, the need for 
interesting training tasks or materials, the child's desire to be in the 
treatment, {"don't schedule at playtime"), and the use of contingent 
rewards with the recommendation that response-cost methods are 
especially more effective than rewards for impulsive children. Cohen 
{1981) reviewed the powerful effect of self-instructional training 
with concrete and preoperational children in second grade. 
Facilitated performance on the Matched Familiar Figures Text 
occurred with the experimental self-instructional group as opposed to 
a content only and control group, which indicated how critical the 
overt to covert verbal rehearsal is in the treatment. 
39 
Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.
Rooney, Polloway, and Hallahan (1985) applied self-monitoring 
procedures to four learning disabled students with intelligence scores 
ranging from 70 to 81. A tone used in the classroom every 45 seconds 
for 9 times and visual signals on math sheets significantly improved 
attention to task and accuracy with 3 of the 4 students. Although the 
small sample in this study causes one to interpret the results 
cautiously, it reinforces the concepts described by Wasserman (1983). 
Wasserman (1983) recommends that for all children in the concrete 
operations stage of Piaget (7-12 years of age), one should rely on 
perceptual and physical supports when implimenting a cognitive-
behavioral program. 
Bommarito and Meichenbaum (cited in Meichenbaum & 
Asarnow) used seventh and eighth grade students with poor 
comprehension and randomly placed them in control, practice-
placebo, and experimental groups. In addition to training the 
experimental group in task-relevant strategies and self-statements to 
deal with failure and frustration, they learned to verbalize self-
statements that helped with reading for the main idea, important 
details, orders of events, and character motives with a significant 
improvement effect in reading comprehension for the experimental 
group. 
Meyers and Paris (1978) believe in the presentation of task-
relevant skills to poor readers in order to develop their "executive 
function" of coordinating and directing learning and thinking. They 
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studied second grade children and determined that they focus more 
on decoding than on the semantic goals of reading. They view the 
competent reader as one who defines a purpose to a particular task 
and is flexible enough to allow different goals to be set under 
different conditions. They stress the importance of elementary 
children understanding reading as a cognitive activity and states that 
aspects of a training program should include plainful goal setting, 
selective attention, specific strategies, and a repertoire of 
information. 
More recently, Meichenbaum (1980) stressed the need to go 
beyond self-statements and coping skills training in treatment 
interventions as he feels one must address the "meaning" one gives to 
self-statements in order to treat what clients say to themselves when 
using coping responses. Meichenbaum discovered that many of his 
clients following self-instructional training were anxious about their 
positive self-statements because of their belief system about them. 
Also, he described numerous encounters of those taking examinations 
who performed well in spite of negative self-statements. He 
concluded that self-deprecating dialogue does not necessarily result 
in debilitated performance because of the "meaning" attributed to 
the self-dialogue. 
The "meaning" construct is drawn from the same model that 
uses Bandura's (1978) "self-system," Bartlett's (1932) "schema," and 
Piaget's (1954-) "schemata." These "meaning systems" are felt to be 
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the executive function that affect thinking and behavior, In the same 
way that Meichenbaum describes test anxiety as including more than 
just poor study skills, task-irrelevant internal dialogue or irrational 
beliefs, this research integrates the motivation variable in low-
achieving students, requiring one to use a comprehensive model 
approach that integrates an educational phase, a rehearsal component 
using cognitive restructuring and cognitive strategies and an 
application phase which allows the client to practice the acquired 
cognitive and behavioral skills learned with a real or imagined 
situation. Although this procedure is formally called stress 
inoculation training (Meichenbaum, 1977) and is often used to deal 
directly with anxiety related to pain or fears, the use in academic 
settings with low-achieving students is applicable. For example, the 
low-achieving student often lacks good study skills and presents as 
disorganized, confused, and off task. Assistance is needed in the 
development of appropriate study methods and task-relevant dialogue 
to enhance on-task behavior and problem-solving strategies. 
Nygard (1981) describes a similar construct to Meichenbaum's 
(1980). Nygard (1981) views stored information as one's frame of 
reference for interpreting situational cues which are given meaning 
when matched with stored information. The stored information then 
becomes a frame of reference regarding whether one views 
probability of success or failure. 
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Self-esteem and School Achievement 
James Battle {1982) believes that self-esteem and achievement 
are significantly correlated and that a low achiever should improve 
his performance as self-esteem becomes higher. He states that from 
20% to 50% of students work below their potential and are classified 
as underachievers. Dreikurs, Grunwald, and Pepper (1971) indicate 
that remedial techniques have not been as effective as possible 
because of children's attitudes toward themselves and reading in 
particular. They suggest that corrective efforts address the issue of 
changing a child's perceptions and attitude which would facilitate the 
development of reading skills. They state, "The mind of such a child 
is full of resistance and must be emptied, in contrast to the prevalent 
opinion that his mind is empty waiting to be filled." (p. 5) 
In elementary, middle, high school, and college students, when 
comparing academic performance to various scales of self-concept, it 
is proven conclusively that low achievement is strongly correlated 
with low self-concept (Brookover, W. B., Thomas, S., &: Patterson, A., 
1964; Bruck, M. & Bodwin, R. F., 1962; Kanoy, R. C., Johnson, B. W., 
& Kanoy, K. W ., 1980; Lewis, J. &: Adank, R., 1974; Morrison, T. L., 
Thomas, M.D., & Weaver, S. J., 1973; Simon, W. E. & Simon, M.G., 
1975). Kanoy, R. C., Johnson, B. W., & Korrell, W. (1980) also found 
in their study with achievers and underachievers, using the 
Intellectual Achievement Responsibility Questionnaire and the Piers-
Harris Self-Concept Scale, that achievers not only have significantly 
higher self-concepts but higher internal locus of control. 
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Brookover, Patterson, and Sailor (1965) studied the relationship 
of self-images to achievement in junior high school students and 
attempted to intervene to change the self-concept of low-achieving 
students. Two of their hypotheses were that self-concepts of low-
achieving students could be enhanced by having an expert assist 
students in learning that they are more able than they perceive; an 
increase in self-concept of ability will increase school achievement. 
Their study theoretically recognized that academic weaknesses are 
not fixed but can be overcome and that school achievement could 
improve in grade point average with an intervention that tries to 
change self-concept and perceived competence. They developed 
three one-year experiments with parents being trained to assist their 
children in enhancing self-concept of academic ability; an expert 
provided information to low-achieving students on how they could do 
better, and a counselor was used who exhibited positive and high 
expectations of the students. Expert and counseling treatment 
groups did not show significant changes in self-concept or 
achievement, but self-concept and grade point average were affected 
by the parental group. The authors concluded that this was caused by 
the "significant other" importance that parents have in reinforcing 
their children. It seems that self-concept improvement in the 
parental group was an outcome of increased achievement with 
accompanying parental social approval. 
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Shavelson (1982) describes self-concept as a hierarchical and 
multifaceted construct. He breaks down general self-concept into 
academic (math, history, science, English content areas) and 
nonacademic (social, emotional, and physical). Shavelson, R. J., 
Hubner, J. J., and Stanton, J. C. (1976) administered self-concept and 
achievement instruments to 130 seventh and eighth grade students 
and concluded that general self-concept is distinct from but 
correlated with academic self-concept; the subject matter specific 
facets of self-concept can be interpreted as distinct from but 
correlated with each other with overall academic and general self-
concept. There was a stronger relationship between grades and 
subject matter self-concept than between grades and academic self-
concept. The implication of this study is that one should use a self-
concept inventory that identifies at least a separate scale for 
academic self-concept if school achievement presents as a crucial 
variable. Chapman, Silva, and Williams (1984) measured academic 
self-concept with 800 nine-year-old children using the Student's 
perception of Ability Scale (70 declarative statements relating to 
reading, spelling, language arts, arithmetic, and school in general). 
Reading and spelling tests were also given, and there was a strong 
correlation between academic self-concept and actual academic 
skills in reading and spelling. 
Marsh, Barnes, Cairns, and Tidman (1984) measured self-
concept using the Self-Description Questionnaire with students in 
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second through fourth grade. Younger children tended to have an 
unrealistically high self-concept that declined with age. More 
importantly, this study found a clear differentiation between 
children's academic versus non-academic self-concept. 
A study by Phillips (1984) divided 30 elementary children into 
experimental and control groups with pre- and posttest 
administration of the Coopersmith Self-Esteem Inventory. The 
intervention had students receiving teacher praise for verbalization 
of positive self-referent statements; and after a seven-week study, 
there was significant improvement in self-esteem scores of the 
experimental group when compared to control groups. The authors 
emphasized how use of overt and eventually covert speech, as is used 
in self-instructional training (Meichenbaum, 1977), should improve 
self-concept. 
Scheirer and Kraut (1979) reviewed 18 recent dissertations that 
measured self-concept and academic achievement with an 
intervention strategy which attempted to change both factors. None 
of the educational programs showed significant effects on self-
concept scores while at the same time increasing academic 
achievement. It seems that self-concept is not a direct causal factor 
of school achievement but a variable that is subject to change 
(improvement) if one increases social approval through better 
academic performance which should occur as one develops 
appropriate cognitive strategies which offer self-reinforcement or 
approval as well as self-control and competence. 
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Summary of Research and Relationship to Problem 
The importance of mediational processes in determining 
academic achievement outcomes is well supported. However, there 
are various interpretations as to what the most salient factors are in 
affecting school achievement. The attribution theorists believe in a 
"learned helplessness" concept where children view themselves as 
incapable of overcoming difficulties. Attribution theory supports the 
idea that children's difficulties are due to factors that are stable and 
beyond their control, particularly the children's perception of 
insufficient ability, and they tend to ultimately display a maladaptive 
pattern of achievement-related behaviors. These children avoid the 
tasks on which they have experienced difficulty. Yet children who 
attribute their difficulties to controllable factors, particularly 
insufficient effort, maintain their effort and problem-solving 
strategies even when faced with failure; and failure may, in fact, 
become a cue for use of more sophisticated strategies. From the 
locus of control perspective, it is adaptive to "take responsibility" for 
one's successes and failures. It is more desirable to attribute 
outcomes to factors that reside within oneself, "internal," than to 
attribute them to "external" factors such as luck or other people. 
Low-achieving students tend to be "externals" and believe their 
school performance is a stable factor beyond their control. Low 
achievers lack a mastery orientation to tasks and do not "take 
responsibility." 
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Numerous studies found a high correlation between self-esteem 
and school achievement, but minimal evidence is available to indicate 
any causal relationship. Intervention strategies that attempt to 
improve self-esteem alone generally have had no significant impact 
on academic achievement. 
Cognitive-behavioral approaches develop coping skills through 
assistance in developing better problem solving which ultimately 
leads to a low achiever's sense of personal mastery. Self-
instructional training, when coupled with specific tutorial help, seems 
to be especially effective in improving academic achievement in 
reading and mathematics. One needs to go beyond self-instructional 
training in treatment because self-deprecated dialogue does not 
always cause poor academic performance. Stress-inoculation 
training, a further development of the self-instructional approach, is 
an attempt to address the low achiever's "belief system" or "meaning" 
behind his "scripts" that affects academic achievement. 
The application of a cognitive-behavioral model, as used in this 
study, had not been tried before; and with positive results, direct 
application in remedial reading and programs in Henrico County 
elementary schools may be indicated. 
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CHAPTER III 
Methodology 
Population 
The sample was drawn from two elementary schools in a 
Richmond suburban community which has a cross-section of lower, 
middle, and upper class students, The identified group of low 
achievers were students in the PRIME program in grades three 
through five. PRIME is a remedial program that receives teacher-
referred students who are below grade level in one or more subjects. 
Selection of the Sample 
Each elementary school had a treatment group {a cognitive-
behavioral approach), a placebo-control {study skills training), and a 
control group which only received remedial PRIME assistance along 
with regular reading instruction in the classroom. The treatment and 
placebo-control groups also obtained reading instruction in PRIME 
and the regular classroom. From the PRIME population of third 
through fifth grades, ten students were randomly assigned for 
placement in each of the three groups. One of the elementary 
schools had 33 students in the PRIME. program in grades 3 through 5. 
Permission forms were sent to parents of all 33 students, and 30 were 
returned to the school with permission obtained. Ten students were 
then randomly assigned to each of the three groups. 
The other elementary school had 60 PRIME students in grades 3 
through 5. Over 50 permissions were obtained to enter children in 
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the research, and 30 were randomly assigned to the research study. 
Ten students were then randomly assigned to each of the three 
groups. The classroom teachers in each school were not aware of the 
specific groups each student participated in. 
Procedure 
Data Gathering: 
All low-achieving students in each group were pre- and 
posttested using the following instruments: 
1. The Stanford Diagnostic Reading or Mathematics Test (Form 
G). Pre- and posttests were given to students in the Reading (54 
students) or Mathematics Test (6 students) based on their identified 
reason for being referred to PRIME. 
The Stanford Diagnostic Reading and Mathematics pretests 
were given by the PRIME teachers to all students in the PRIME 
program (first through fifth grades). These tests were given using 
appropriate standardized procedures. The posttests were given by 
other trained school personnel who volunteered to assist the 
researcher, and test standardization procedures were again 
implemented. 
2. The Coopersmith Self-esteem Inventories (School Form). 
Pre- and post tests were given by the 4 group leaders in groups of 15 
children. Each group leader tested the ten students in his/her 
treatment group plus five randomly assigned from the control group. 
The entire test was read to the group. 
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3. CAIMI. Pre- and posttests were given by the 4 groups of 15 
children. Each group leader tested the ten students in his/her 
treatment group plus five randomly assigned from the control group. 
An answer sheet was developed to simplify the format of the test, 
and the entire test was read to the group. 
4. DESBRS. Pre- and posttests were completed by classroom 
teachers having the identified low-achieving students in their classes. 
The teachers were not aware which student belonged to which group. 
From the original group of 60 students in the study, 2 moved 
away and 1 was placed in special education. Therefore, complete 
posttest data is available on 57 students. 
Interventions: 
The cognitive-behavioral approach included educational, 
rehearsal, and application phases. Early sessions consisted of 
exercises which oriented students to the rationale of the program. 
Students were given the opportunity of developing self-confidence in 
solving academic problems confronted in the classroom. Initial 
exercises helped the students realize how self-st:~.tements could be 
debilitating or facilitating in terms of helping self-confidence and 
problem-solving skills. Following the opportunity of rehearsing the 
weekly activity, a homework assignment to adapt in their classrooms 
was always given, and this was the application phase. The application 
phase reinforced the session activity just learned. Each session 
always began with a discussion of the homework assignment, and a 
review of the objectives taught the previous week. 
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As sessions progressed, the leaders of the cognitive-behavioral 
treatment groups assisted with shaping of more appropriate self-
statements and problem-solving approaches, The leaders 
individualized the application of self-statements to the problem areas 
targeted by each student. Students practiced use of coping self-
statements, muscle relaxation, and "Turtle" technique. Practice 
within the sessions was by use of imagery, role playing, and work 
sheets in reading and math. The students were given the corrected 
work sheets back each week, and the leaders reviewed common 
errors. Integrated within several sessions were study-skill exercises 
to assist with scheduling of time, test taking, and listening. The 
overall emphasis of the cognitive-behavioral treatment was to 
reinforce "learned resourcefulness." 
The study-skills placebo-control groups had weekly sessions that 
introduced a new constructive study habit, gave an opportunity for 
practice, and then encouraged the application in the classroom 
through use of homework assignments. The content of the sessions 
included a self-evaluation checklist of study skills and a scheduling of 
time exercise. Also included were activities helping with organizing 
studying, listening, and test taking. Muscle relaxation techniques 
were also applied for use in the classroom. 
The control group, which received reading instruction in the 
regular class and PRIME, was given a five-session cognitive-
behavioral and study skills intervention after the study was 
completed. 
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Each treatment intervention was led by a certified school 
psychologist who was trained by the researcher to perform the 
cognitive-behavioral or study skills groups. The groups met for 11 
weeks, 45 minutes per week. Each leader maintained a weekly log 
addressing their impressions regarding the effectiveness of a session. 
A behavioral management program using a point system for 
appropriate behavior was implemented with all treatment groups. 
(Appendix) 
This study improved the reliability of questionnaires and 
inventories by the reading of each question to the group. The 
questionnaires and inventories all contain situation-specific factors 
that further assist in improving on limitations of previous studies. 
Eleven treatments are longer than the majority of cognitive-
behavioral treatments in research studies, and this improved the 
chances of having significant results on dependent measures. 
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Ethical Safeguards and Considerations 
All parents of low-achieving students who participated in any of 
the groups received a letter that described the goals of the study, and 
parental permission was required for involvement in the groups. 
(Appendix) The students were informed about their participation in 
one of the groups which would help them "do better classwork" in 
school. 
Complete confidentiality of all test results of students was 
guaranteed to the parents. The control groups were given a follow-up 
five-session intervention which integrated cognitive-behavioral and 
study skills lessons. 
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Instrumentation 
1. The Stanford Diagnostic Reading Test (red and green levels) 
is specifically geared for low-achieving students and breaks reading 
skills down into auditory vocabulary, auditory discrimination, 
phonetic analysis, word reading, and reading comprehension. The 
reading comprehension subtest and total reading score give the best 
opportunity for testing the effectiveness of the treatments 
implemented in this study. This is due to the fact that word decoding 
was not at all emphasized in the treatment approach. Enhancement 
of silent reading comprehension skills was a focus of the cognitive-
behavioral program. The reliability coefficients for the subtests (red 
and green levels) range from .82 to .98. The validity of the test was 
based on written objectives reflecting the content of reading 
programs in common use throughout the United States. 
2. The Stanford Diagnostic Mathematics Test (red and green 
levels) is also specifically constructed for low-achieving students and 
breaks down math skills into number system and numeration, 
computation, and applications. The r~Eability coefficients for the 
subtests (red and green levels) range from .87 to .95. The validity of 
the test was based on written objectives reflecting the content of 
math programs in common use throughout the United States. The 
Stanford Diagnostic Mathematics Test is a good instrument for 
allowing the math low achievers in this study a chance to display the 
effectiveness of the interventions. 
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3. The Coopersmith Self-Esteem Inventory (School Form SEI is 
a 58-item test which measures evaluative attitudes towards self in 
social, academic, family, and personal areas of experience. Kimball 
(1972) administered the SEI to 8,000 public school children from 
fourth through eighth grade. Through analysis of variance and 
individual tests, there was no difference found in SEI scores over 
grades for males, females, or for both sexes combined. Extensive 
studies have been done to establish the construct, concurrent, and 
predictuve validity of the SEI (Donaldson, 1974; Kimball, 1972; 
Kokenes, 1974, 1978; Simon & Simon, 1975). Kokenes (1974) 
administered the SEI to 7,600 public school children representing a 
wide range of socioeconomic status and ethnic mixture. The Kuder-
Richardson reliability coefficients ranged from .87 to .92. 
Thurstone's orthogonal rotation technique was used to isolate at least 
seven possible factors. There were few factorial differences in 
expressed self-attitudes from grade level to grade level. Kokenes 
(1978) re-analyzed the data from the 1972 research. Factor analysis 
confirmed the construct validity of the subscales proposed by 
Coopersmith as measuring sources of self-esteem. In all cases, the 
majority of items assigned to a particular subscale did load into 
subscale-related factors. Simon and Simon (197 5) had 87 fifth 
graders (45 males and 42 females) attending a New York City 
suburban public school complete the SEI. These same students were 
administered the Lorge-Thorndike Intelligence Test and the SRA 
56 
Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.
Achievement Series. Pearson product-moment correlation 
coefficients were then computed between SEI scores and both 
composite percentiles on the SRA Achievement Series and scores on 
the Lorge-Thorndike IQ Test. The correlation between SEI scores and 
SRA scores was found to be .333 (p ( .Ol). The correlation found 
between SEI scores and Verbal IQ scores (.299, p < .0 1) and with 
Nonverbal IQ scores (.232, p < .05) for the total sample was also 
computed. Overall, these findings may be interpreted as providing 
evidence of concurrent validity for Coopersmith's SEI. 
4. The Children's Academic Intrinsic Motivation Inventory 
(CAIMI) is a 122-item self-report inventory. Academic intrinsic 
motivation, as measured by the CAIMI, was related to the following 
achievement and noncognitive variables: standardized test scores 
and teacher grades, students' academic anxiety 1 and perception of 
academic competence. These variables were analyzed in reading, 
math, social studies, and science to determine their relationship to 
academic intrinsic motivation. The CAIMI measures children's 
intrinsic motivation for school learning. Items were developed to 
measure enjoyment of learning, and orientation toward mastery, 
curiosity, and task-endogeny. Also measured is the motivation to 
learn challenging, difficult, and novel tasks. 
Reliability of the CAIMI is quite substantial. Both internal 
consistency and test-retest realiability were established. To assess 
internal consistency, coefficient alpha was computed for each of the 
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scales. For each of the scales, coefficient alpha ranged from .67 to 
.93. Three studies were used to measure coefficient alpha with a 
total population of 567 from grades four through eight. The 
participants from the three studies were from a middle class public 
school in a· :;uburban district, an integrated middle class public school, 
and a middle class private school. 
Gottfried (in press) conducted correlations between the CAIMI 
scales and the motivational scaies of Harter's (1981) Intrinsic vs. 
Extrinsic Orientation. White middle class students (166), fifth 
through eighth grade, attending a private school were involved in this 
correlational study. The results showed positive, significant 
correlations with significant r.s ranging from .17 to .64, p ( .05 to 
p ( .001. These findings revealed that the CAIMI scales were 
positively correlated with another measure of intrinsic motivation. 
Higher CAIMI scores corresponded to higher orientation toward 
challenge, curiosity, and mastery, and lower extrinsic orientation 
toward easy work, grades, and teacher dependence. The CAIMI 
therefore demonstrated convergent validity with the motivational 
scales developed by Harter. 
5. The Devereux Elementary School Behavior Rating Scale II 
(DESB- Revised) was initially developed by Spivack and Swift (1967) 
for use with kindergarten through sixth grade children. Fifty items 
are used to measure: work organization, creative 
initiative/involvement, positive attitude toward teacher, need for 
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direction in work, social withdrawal, failure anxiety, impatience, 
irrelevant thinking/talk, blaming, negative-aggressive, perseverance, 
peer cooperation, confusion, and inattention. Test-retest reliabilities 
by a median test-retest coefficient of .81 were obtained. Normative 
data was obtained from 72 teachers in 13 elementary schools, and 
they rated 986 children in grades K through 6. Similarity of means 
obtained showed that teachers do apply "a standard" for a given age 
child. All sample means and standard deviations were used in 
constructing the standard score profile of the rating scale. 
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Design 
A pretest-posttest control group design was used with random 
assignment of subjects to experimental and control groups and 
administration of pre- and posttests to all groups (Campbell & 
Stanley, 1963). 
R 01 X 02 
R 03 X 04 
R 05 06 
The random assignment of subjects to experimental and control 
groups, administration of a pretest to all groups, administration of 
the treatment to the experimental group but not to the control group, 
and the administration of a posttest to all groups strengthened 
internal and external validity. Two group leaders for both the 
cognitive-behavioral and study skills groups helped control for 
experimental bias. The Hawthorne effect was controlled by having a 
placebo-control (study-skills training group) and a control group. 
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Specific Null Hypotheses 
1. All three groups will not show significant gains in reading (as 
measured by the Stanford Diagnostic Achievement Tests). 
2. Students receiving the cognitive-behavioral treatment 
intervention will not show significantly higher posttest score gair.s in 
achievement (as measured by the Stanford Diagnostic Achievement 
Tests) than study skills or control groups. 
3. Students receiving the cognitive-behavioral treatment 
intervention will not show significantly higher posttest score gains in 
student classroom behavior (as measured by the Devereux Elementary 
School Behavior Rating Scale II) than the student classroom behavior 
of the study skills or control groups. 
4. Students receiving the cognitive-behavioral treatment 
interventon will not show significantly higher posttest score gains in 
intrinsic motivation (as measured by the Children's Academic 
Intrinsic Motivation Inventory (CAIMI) than the intrinsic motivation 
of the stu.dy skills or control groups. 
5. Students receiving the cognitive-behavioral treatment 
intervention will not show significantly higher posttest score gains in 
self-esteem (as measured by the Coopersmith Self-Esteem Inventory) 
than the self-esteem of the study skills or control groups. 
6. The study skills group will not show significantly higher ,. 
posttest score gains in academic achievement than the control group. 
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Statistical Analysis Technique 
A multivariate analysis of variance (MANOVA) was used to 
analyze data. All groups were compared to determine how they 
differ on each dependent variable. The .05 level of significance was 
used to determine the effectiveness of the treatment intervention. 
62 
Reproduced with permission of the copyright owner.  Further reproduction prohibited without permission.
Summary of Methodology 
A pretest-posttest control group design with random assignment 
of subjects to two experimental groups (cognitive-behavioral 
approach), two placebo-control groups (study-skills training), and two 
control groups were used. Dependent measures assessed academic 
achievement, student classroom behavior, intrinsic motivation, and 
self-esteem. 
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CHAPTER IV 
The results of this study are presented in this chapter according 
to hypotheses. The multivariate analysis of variance (MANOVA) 
statistical procedure was used to determine how the groups compared 
on each of the dependent variables. Initially, MANOVA tested the 
assumption of the equality of group dispersions with pretest scores of 
all dependent variables. A non-significant F was obtained which 
verified the fact that all pretest scores, when compared and matched 
between each group, did not significantly differ. (Wilks lambda 
p < .846) 
Hypothesis One 
Hypothesis one states that there will be significant gains in 
reading for all groups when pooled together. There is a significant 
gain in reading for all groups when pre- and posttest scores are 
compared using a MANOV A (Wilks lambda p ( .000). Since a 
significant F ratio was obtained with the MANOVA, an analysis of 
variance of posttest reading comprehension and total reading scores 
was interpreted for all groups, and it showed significant gains in 
reading comprehension and reading total scores. Table One presents 
the relevant statistical data on the analysis conducted for Hypothesis 
one. 
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TABLE ONE 
Effect of Time on Post-Treatment 
Raw Scores 
Univariate F Tests (2,49) D.F. 
Variable F Significance of F 
Reading Comprehension 34.44793 .000 
Reading Total 25.65198 .000 
Reading Intrinsic 10.41400 .002 
Math Intrinsic 1.25453 .268 
General Intrinsic 7.22878 .010 
General Self-Esteem 1.08279 .303 
School Self-Esteem .29998 .586 
Total Self-Esteem .04558 .832 
Work Organization 6.96124 .011 
Need for Direction 2.80144 .101 
Failure Anxiety .02806 .868 
Irrelevant Thinking/Talk 1.81014 .185 
Inattention 1.66135 .203 
Impatience 3.76941 .058 
Wilks Lambda= .000 
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Hypothesis Two 
Hypothesis two states that l:itudents receiving the cognitive-
behavioral treatment intervention will show significantly higher 
posttest score gains in achievement (as measured by the Stanford 
Diagnostic Achievement Tests) than the study skills or control 
groups. There is no significant difference in the level of achievement 
of students between the cognitive-behavioral, study skills or control 
groups. 
A MANOVA analysis of posttest reading achievement scores for 
each method resulted in no significant difference between the 
cognitive-behavioral, study skills or control groups. (Wilks lambda 
p < .04-8.) An analysis of variance of the posttest reading scores 
resulted in no significant difference between reading scores of the 
cognitive-behavioral, study skills or control groups. Reading 
comprehension p < .333; Reading total p < .714-. Hypothesis two 
was therefore not supported. Table two presents the relevant 
statistical data on the analysis conducted for Hypotheses two, three, 
four, five, and six. 
Hypothesis Three 
Hypothesis three states that students receiving the cognitive-
behavioral treatment intervention will show significantly higher 
posttest score gains in student classroom behavior (as measured by 
the Devereux Elementary School Behavior Rating Scale II) than the 
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TABLE TWO 
Effect of Treatment for Each Method 
Univariate F Tests (2,49) D.F. 
Variable F Significance of F 
Reading Comprehension 1.12374 .333 
Reading Total .33931 .714 
Reading Intrinsic 2.60768 .084 
Math Intrinsic 1.95153 .153 
General Intrinsic .26789 .766 
General Self-Esteem .57759 .565 
School Self-Esteem .67450 .514 
Total Self-Esteem 1.01733 .369 
Work Organization .26497 .768 
Need for Direction .24886 .781 
Failure Anxiety 1.7'+662 .185 
Irrelevant Thinking/Talk .66236 .520 
Inattention 1.11537 .336 
Impatience 1.68956 .195 
Wilks Lambda = .0'+8 
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student classroom beha'!b!" of the study skills or control groups. 
There is no significant difference in the student classroom behavior 
between the cognitive-behavioral, study skills or control groups. 
A MANOVA analysis of posttest student classroom behavior 
scores for each method resulted in no significant difference between 
the cognitive-behavioral, study skills or control groups. (Wilks 
lambda p < .048.) An analysis of variance of posttest student 
classroom behavior scores resulted in no significant difference 
between the cognitive-behavioral, study skills or control groups. See 
Table Two for statistics. Hypothesis three was therefore not 
supported. 
Hypothesis Four 
Hypothesis four states that students receiving the cognitive-
behavioral treatment intervention will show significantly higher 
posttest score gains in intrinsic motivation (as measured by the 
CAIMI) than the intrinsic motivation of the study skills or control 
groups. There is no significant difference in the intrinsic motivation 
of students between the cognitive-behavioral, study skills or control 
groups. 
A MANOVA analysis of posttest intrinsic motivation scores for 
each method resulted in no significant difference between the 
cognitive-behavioral, study skills or control groups. (Wilks lambda 
p ( .04-8.) An analysis of variance of posttest intrinsic motivation 
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scores resulted in no significant difference between the cognitive-
behavioral, study skills or control groups. See Table Two for 
Statistics. Hypothesis four was therefore not supported. 
Hypothesis Five 
Hypothesis five states that students receiving the cognitive-
behavioral treatment intervention will show significantly higher 
posttest score gains in self-esteem (as measured by the Coopersmith 
Self-Esteem Inventory) than the self-esteem of the study skills or 
control groups. There is no significant difference in the self-esteem 
scores of students between the cognitive-behavioral, study skills or 
control groups. 
A MANOVA analysis of posttest self-esteem scores for each 
method resulted in no significant differences between any of the 
groups. (Wilks lambda p < .048.) An analysis of variance of 
posttest self-esteem scores resulted in no significant differences 
between any of the groups. See Table Two for statistics. Hypothesis 
fi~o!e was therefore not supported. 
Hypothesis Six 
Hypothesis six states that the study skills group will show 
significantly higher posttest score gains in academic achievement 
than the control group. There is no significant difference in the 
reading achievement scores of students between the study skills and 
control groups. 
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A MANOVA analysis of posttest reading achievement scores for 
each method resulted in no significant differences between the study 
skills and control groups. (Wilks lambda p < .048.) An analysis of 
variance of posttest reading achievement scores resulted in no 
significant differences between the study skills and control groups. 
Hypothesis six was therefore not supported. 
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Summary 
All groups, when analyzed together, showed a significant F 
ratio regarding gains in reading. There was no significant F ratio 
found which identified any group or method as showing significantly 
higher posttest gains in academic achievement, student classroom 
behavior, intrinsic motivation, and self-esteem. There was no 
significant F ratio found when comparing academic achievement of 
students in the study skills and control groups. 
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CHAPTER V 
Summary, Conclusions, Limitations, Implications, and 
Recommendations 
Chapter Five presents a summary of the research study and an 
interpretation of the results according to hypotheses. Limitations of 
the study which may have affected the results are explained. 
Conclusions, implications, and pertinent recommendations are 
offered. 
Summary 
Educators need to be aware of the variables that influence 
learning receptivity in low achievers. As low achievers are promoted 
to higher grad~.'! levels, the "gap" between academic achievement 
skills and their "expected" level of performance seems to widen. 
Further, their self-esteem continues to deteriorate as they 
expereince more school failure. It seems important that 
psychologists investigate the crucial factors necessary for optimum 
learning in the classroom. This study focuses on the variable of 
achievement motivation which is viewed as a significant factor in 
learning. Achievement motivation is a significant multifaceted 
variable that affects a student's classroom behavior. A student's 
academic performance may be impaired by an achievement 
motivational style that acts as a debilitating force in the classroom. 
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Low-achieving students tend to be "externals," lack a mastery 
orientation, and they often do not "take responsibility." Evidence 
exists that learning cannot occur unless one develops a self that is 
receptive to new information. The cognitive-behavioral treatment in 
this study applies the concept of the learner as an active processor. 
Through training, the goal is to help one become better at self-
monitoring and encoding information. Ultimately, one fine tunes the 
system that filters, transforms, categorizes, and stores what is 
received. The assumption is that many low achievers have 
dysfunctional, maladaptive mediational processes that inhibit their 
ability to learn. Studies have documented that as one becomes better 
at self-monitoring, one's ability to control outcome and improve self-
mastery, self-competence, self-esteem, and achievement 
performance should occur. Cognitive-behavioral approaches develop 
coping skills through assistance in learning how to be better at 
problem solving, which ultimately leads to a low achiever's sense of 
personal mastery. In addition to training one in more productive and 
positive mediational strategies, studies indicate that continuing to 
provide tutoring and study skills training is most effective. 
The purpose of this study was to determine the effectiveness of 
a cognitive-behavioral treatment on self-esteem, intrinsic 
motivation, achievement, and student's classroom behavior with low-
achieving elementary age children. To answer this question, this 
investigation utilized a pretest-posttest control group 
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design with random assignment of subjects to three groups: 
cognitive-behavioral, study skills, and control groups. All groups 
were administered pre- and posttests. The subjects in this study were 
58 low-achieving students in the remedial PRIME program in grades 
three through five. All students were drawn from two elementary 
schools in a Richmond suburban community. This pretest-posttest 
design randomly assigned ten students to one of three groups in each 
school. (Two students moved during the study.) Groups included the 
cognitive-behavioral, study skills, and control group. The cognitive-
behavioral approach included Meichenbaum's self-instructional phases 
of education, rehearsal, and application used in the context of 
developing better reading comprehension, study and problem-solving 
skills in the classroom. The study skills group received assistance 
only in developing better study habits, and the control group received 
no treatment during this same period. After the study was 
completed, all of the control groups received the cognitive-
behavioral intervention. 
Statistical tests of significance concerning all research 
hypotheses involved a multivariate analysis of variance which 
evaluated the effects of the treatment methods, cognitive-
behavioral, and study skills groups. All groups were compared to 
determine how they differ on each dependent variable, and all 
hypotheses were tested using a .05level of significance. 
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Conclusions 
The conclusions concerning the effectiveness of the treatments 
with this population in terms of academic achievement, student 
classroom behavior, intrinsic motivation, and self-esteem, as defined 
in this study, will be presented by hypotheses. 
Hypothesis One 
The research hypothesis that there would be a significant 
difference between pre- and posttest reading scores for all groups was 
accepted. There was a statistically significant difference between 
pre- and posttest reading comprehension and reading total scores 
(Stanford Diagnostic Reading Test used) at the .05 level of 
significance. When all the groups were statistically analyzed 
together, all students made gains in their reading scores over the time 
of this study. 
Hypothesis Two 
Hypothesis two sought to demonstrate that the cognitive-
behavioral treatment intervention was effective in showing 
significantly higher posttest gains in achievement than the 
achievement of the study skills or control groups. Values of F for 
reading achievement for each group failed to reach the level 
necessary to reject the null hypothesis at the .05 level. Thus, there 
was no significant difference between the cognitive-behavioral, study 
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skills, or control groups on reading achievement, 
Five students were only given the Stanford Diagnostic 
Mathematics Test, and scores were calculated for Computation and 
Total scores. Three students were in the cognitive-behavioral groups 
with the balance being in the study skills and control groups. All the 
students made gains in Computation and Total scores, but the small 
sample size does not allow one to draw any conclusions regarding the 
effectiveness of any particular group. The five students improved 
their skills in math over the time of this study. See Table Three for 
the data. 
Hypothesis Three 
The research hypothesis that there would be significantly higher 
posttest score gains in student classroom behavior in the cognitive-
behavioral group than the student classroom behavior of the study 
skills or control groups was not supported. There were no significant 
differences between any of the groups on the subscales of the 
Devereux (work organization, need for direction, failure anxiety, 
irrelevant thinking/talk, inattention, impatience) at the .05 level of 
significance. Therefore, there were no differences between any of 
the groups in terms of the stated dependent variables. It is 
interesting to note that the variable work organization significantly 
improved at the .05 level of significance for all the groups when 
pooled together. See Table One for statistical data. 
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TABLE THREE 
Stanford Diagnostic Math Pre- and Posttest Raw Scores 
Group Student Pre Post 
Computation Total Computation Total 
Cog-behavioral 26 64 29 88 
Cog-behavioral 2 22 51 25 68 
Cog-behavioral 3 23 49 29 83 
Study Skills 4 20 52 29 85 
Control 5 22 42 28 83 
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Hypothesis Four 
The research hypothesis that the cognitive-behavioral 
treatment would show significantly higher posttest score gains in 
intrinsic motivation than the intrinsic motivation of the study skills 
or control groups was not supported. There were no significant 
differences between the groups in terms of intrinsic motivation at 
the .05 level of significance. 
Although not a hypothesis, it is noteworthy to mention that 
with the effect of the time interval during this study, the groups 
together showed significant gains in reading intrinsic motivation. 
There was a significant difference between pre- and posttest scores 
in reading intrinsic motivation, for groups together, at the .05 level 
of significance. As reading scores showed significant gains, reading 
intrinsic motivation also improved significantly. See Table One for F 
values and other statistical data. Math intrinsic motivation scores 
did not improve significantly (.05 level) for all the groups pooled 
together, but this is not unexpected given the small sample of 
students in this study who received remedial math assistance. 
However, general intrinsic motivation scores for all the groups pooled 
together did show significant gains. There was a significant 
difference between pre- and posttest scores in general intrinsic 
motivation, for groups pooled together, at the .05 level of 
significance. General intrinsic motivation of all the students 
significantly improved during the time of this study. 
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Hypothesis Five 
The research hypothesis that the cognitive-behavioral 
treatment intervention will show significantly higher posttest score 
gains in self-esteem than the self-esteem of the study skills or control 
groups was not supported. There were no significant differences 
between the groups in terms of self-esteem at the .05 level of 
significance. 
Hypothesis Six 
The research hypothesis that the study skills group will show 
significantly higher posttest score gains in academic achievement 
than the control group was not supported. There were no significant 
differences between the groups in terms of self-esteem at the .05 
level of significance. 
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Limitations 
This investigation was carried out in an educational setting 
where certain limitations were unavoidable. However, this study 
attempted to use a representative design in order to more accurately 
reflect the natural characteristics of learning and real-life 
environments in which learning occurs. The price the researcher pays 
for a representative design is the development of variables that often 
cannot be controlled. The most notable limitations are discussed here 
briefly. 
1. The lack of strict classification of students placed in the 
PRIME remedial program is a significant factor. Indeed, level of 
intellectual ability, socioeconomic background, degree of academic 
skill limitations, and socioemotional development are all variables 
that could affect the outcomes of treatment. 
2. The low-achieving students who participated in this study 
are generally "slow learners" who require frequent repetition and 
feedback to learn optimally. The lack of involvement of teachers and 
parents in this study limited the reinforcement of skills learned in the 
short, weekly sessions. However, the validity of the study would have 
been affected if the teachers were included, as they would then know 
which group the students participated in. 
3. The treatment groups missed remedial PRIME instruction on 
each day of the intervention. Therefore, the control group received 
an additional 8.25 hours of remedial instruction than the treatment 
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groups. The Henrico County Schools Research Committee required 
this occurrence in order to save instructional time in the classroom 
for students in the treatment groups. 
4. The posttests were not completed until three weeks after 
the treatment groups ended, and the last session followed three 
weeks of no treatment because of a school winter vacation. 
Unavoidable delays in receiving the Stanford Diagnostic Tests from 
the publisher caused the treatments to begin later than expected. It 
was initially planned that weekly treatment groups would "double up" 
at the end to finish before the vacation, but administrators later 
preferred not to do this because of their concern regarding too much 
instructional time lost in one week. An additional follow-up eleventh 
week session was added after the vacation. The posttests needed to 
be given over a three-week period because of concern again for loss 
of student instructional time. 
5. The presence of third through fifth grade students in the 
same group presented a significant limitation. It was especially 
difficult to challenge older students yet not confuse younger ones. In 
the same way, the lower grade level students needed more repetition 
and instruction geared to them, which tended to bore the upper grade 
students. Various reading levels were used with exercises, but this 
was not sufficient enough. The researcher was aware of this factor 
prior to the study, but all third through fifth grade students needed to 
be included in order to have at least ten students in each group. 
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Implications 
In examining the data of students in this study, it becomes 
evident that this population not only is achieving poorly in school, but 
they also generally have low self-esteem and intrinsic motivation. 
Teachers usually described these students on the Devereux as needing 
better organization, more attention, and self-control in the 
classroom. The low achievers have a multifaceted problem in school, 
and this requires assistance in both remediation and problem-solving 
skills. The cognitive-behavioral treatment in this study attempted to 
go beyond remedial programming with the assumption that the 
students would eventually become more receptive learners. As 
receptive learners, it was hypothesized that achievement, self-
esteem, and intrinsic motivation would show significant gains. Even 
though statistical gains did not occur to support the previously 
mentioned hypotheses, the low achievers did seem to be learning and 
progressing in reading. However, the "gap" between grade level and 
achievement performance increases, and the level of self-esteem and 
intrinsic motivation seem to decrease as low achievers are promoted 
to higher grades. Thus, there is a need to continue helping low 
achievers but with fine tuning of our methods. 
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Recommendations 
With the preceding in mind, and in light of the results and 
limitations noted in this study, several recommendations are made 
for further research, 
1. A replication of this study is needed. The treatment groups 
should not be denied remedial instruction on the days of the 
experimental treatment, Also, the treatments should be completed 
with immediate posttesting. 
2. It should be useful to instruct teachers and parents in the 
cognitive-behavioral treatment. Teachers could then utilize their 
training by direct application in the classroom as parents reinforce 
the same principles at home. As the cognitive-behavioral treatment 
is generalized to various settings, it is more likely to be incorporated 
into a child's schema, The researcher could then measure student 
class gains in achievement, intrinsic motivation, self-esteem, and 
classroom behavior with a comparison to control groups representing 
classes whose teachers and parents did not receive training or utilize 
a cognitive-behavioral program in their curriculum. 
3. Future research should determine the impact of intellectual 
ability, socioeconomic background, degree of academic skill 
limitations, and socioemotional development on the effectiveness of 
the cognitive-behavioral treatment. 
4. It would be worthwhile in a large elementary school to have 
separate treatment groups for each grade level in order to better 
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individualize the sessions. 
5. Future researchers must consider the possibility that the 
treatment is ineffective with low achievers in the elementary level, 
and implementation of the cognitive-behavioral program may be 
tested at the secondary level. 
6. Finally, valuable information may be gained by studying the 
low achievers in elementary school who later succeed in school. 
Although many continue to struggle throughout most of their 
schooling, the variables that affect improvement need to be 
identified. 
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APPENDIX SECTION 
I. Letter of consent for parents 
II. Behavioral management program 
III. Lesson plans for cognitive-behavioral treatment 
IV. Lesson plans for study skills treatment 
V. Tables of means and standard deviations of pre- and posttest 
raw scores 
VI. Children's Academic Intrinsic Motivation Inventory 
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Henrico County Public Schools 
P. 0. Box 40 • Highland Springs, Virginia 23075 • (804) 737-3417 
Current Date, 1985 
Dear Parents: 
Your child will be given the opportunity to participate in a program for 
improving learning and achievement in the classroom. The students will be 
selected from the PRIME Program and will meet in small groups for ten weeks 
(45 minutes per week). These classes will provide an opportunity for improv-
ing your child's study skills and performance in the classroom. Some of the 
students will be offered the classes in the fall, and others will participate 
in the spring semester. The classes given are part of research being conduc-
ted by Mr. John B. Markey, school psychologist of the Henrico County Public 
Schools, as part of a doctoral dissertation at the College of William and Mary. 
This research has been approved by the research department of the Henrico 
County Public Schools and by the school principal. The report of the study 
will guarantee your child's anonymity, and you may withdraw your child from 
the program at any time. 
Please detach the permission slip and have your child return it to the PRIME 
teacher at your earliest convenience. If there are any questions feel free 
to call Mr. Markey at this telephone number: 285-2211. 
Sincerely, 
xxxxxxxxx 
Principal 
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * 
Return to PRIME Teacher) 
Student's Name 
Please check one: 
I give permission for my child to participate in the learning and achieve-
------ment classes. 
I do not want my child to participate in the learning and achievement 
classes. 
Parent's Signature Date 
--------------------------------------------
An Equal Opportunity Employer 
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Behavior Management Program 
Each leader of the study-skills and cognitive-behavioral 
treatment groups maintained a weekly behavioral record for each 
student. The following target behaviors were observed and recorded: 
1. Remaining in seat 
2. Listening to leader and other students 
3. Raising hand when wishing to speak 
4. Completing assignments 
Each student began class with four points and each lost or gained 
back points if he or she violated the above rules (lost point) of if he 
or she tried to redeem self by demonstrating appropriate behaviors 
(got point back) after losing a point. At the end of each session, only 
students with at least two points were eligible for a grab bag. Only 
one winning number for a prize was possible each week. 
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Cognitive-behavioral Treatment 
Session One 
Purpose: get acquainted, present rationale of program, do exercise 
about self-thoughts and feelings, assign homework, introduce 
behavior management system. 
I. Get acquainted 
Break into pairs and ask each other: name, grade, two good 
things about himself/herself, what I need to change to do better 
in school. 
Have each person introduce the other based on responses 
recorded. Leader may need to model activity. 
II. Present rationale of program 
Explain to group how they will develop more self-confidence in 
being able to solve problems in academic subjects in class. 
Lead into exercises to exemplify rationale. 
III. Perform exercises 
Lead discussion about feelings and self-thoughts; give examples 
of self-statements that help and those that cause us to worry 
more or not perform as well. Describe the following situations 
and have students state possible feelings and self-statements: 
Baseball pitcher or batter, a dancer on stage, a football 
quarterback, a swimmer in a race, a son or daughter being 
yelled at by a parent, sitting down at home doing homework, 
helping father, being laughed at by the class, meeting a new 
friend, taking a test. 
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If time allows: Each child acts out a feeling and describes self-
statements associated with it. 
IV. Assign homework 
Everyone instructed to start thinking about own feelings and 
what they say to themselves in the classroom. 
V. Introduce behavior management program 
All should be eligible for "grab bag" after the first session. 
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Session Two 
Purpose: Review homework to discuss direct application of self-
statements to classroom problems; develop understanding of how 
events in the classroom trigger feelings and self-statements; do 
exercises to reinforce understanding of how events trigger self-
statements that affect our actions; introduce progressive muscle 
relaxation exercises; assign homework; reward appropriate behaviors 
I. Review homework 
Encourage members to share self-statements of which they are 
now aware of in the classroom, and leader cites, with help from 
the group, how effective or ineffective they are. Leader 
ultimately models effective positive self-statements. 
11. Perform exercises 
Each gr?up member shares his feelings and self-statements 
when in a reading group, completing math assignments, taking a 
spelling test, copying language from the board, and when 
listening to the teacher explain something. (Leader needs to 
assist with developing positive seii-statements; leader should 
encourage the group to use imagery with eyes closed.) 
III. Introduce muscle relaxation exercises and rationale- give 
practice as time allows. 
IV. Assign homework 
"In class, each of you think about your self-statements when 
doing reading, math, spelling, and language, and remember the 
need to make them positive." 
V. Reward appropriate behaviors 
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Session Three 
Purpose: Review homework to reinforce previous week's objectives; 
introduce "turtle technique" as option when feeling overwhelmed; 
introduce "coping self-statements" model; do exercise to develop 
understanding of "turtle technique" and "coping self-statement" 
approach; review muscle relaxation; assign homework; reward 
appropriate behaviors 
I. Review homework 
II. Introduce "turtle technique" which should be described as an 
option when feeling overwhelmed. 
Steps to share: (write on board) 
A. Feel nervous 
B. ~aying negative self-statements 
C. "Stop- do turtle" 
D. Put pencil down 
E. "Relax" exercises 
F. "What is the problem?" 
Give example, such as being stuck on a test. 
Have entire group verbalize and then use self-statements for 
sequence of "doing turtle." 
III. Introduce positive "coping self-statements approach" (write on 
board) 
A. "Am I paying attention?" 
B. "What's the problem?" 
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C. "How will I do it?" 
D. "If I do __ , then __ might happen." 
E. "Make a choice - try it!" 
F. "Pat self on back or try again." 
IV. Do exercise 
Have students "do turtle" and/or use "coping self-statements" 
sequences for the following situations: 
A. I'm stuck on a math test and think I might fail. 
B. The teacher is handing out a test in science. 
C. I'm watching the teacher explain assignments for the day. 
D. I have to read a whole story and answer questions at the 
end. 
V. Review muscle relaxation exercises 
VI. Assign homework 
Encourage each to try "doing turtle" and using "coping self-
statements." Each student was given an index card with coping 
self-statement sequence. They were instructed to tape it to 
their desks and use appropriately. 
VII. Reward appropriate behaviors 
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Session Four 
Purpose: Review homework to reinforce previous week's objectives; 
do exercises; review muscle relaxation; assign homework; reward 
appropriate behaviors 
I. Review homework- Draw out students to verbalize sequences 
of "turtle and coping self-statements." 
II. Do exercises 
Leader is to model self-talk in solving a math problem. 
Example- 3 126 
Leader is to distribute ten cards with a problem or situation to 
practice coping self-statements. 
A. 2 + 8 = 
B. 3 X 5 = 
c. 4 + 8 = 
D. 10- 8 = 
E. Student is waiting at desk while teacher gives out test. 
F. Student is sitting at desk and teacher just gave out math 
sheet with 20 problems. 
G. I just got a math test, and I can't do the first problem. 
H. I have so much work to do today I will never finish! 
I. I don't understand what to do on this reading workbook 
exercise. 
J. (5 X 6) + 2 = 
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Distribute reading passages and work sheets. Discuss their self-
statements as they finish work sheets, and model appropriate 
coping self-statements. 
III. Review muscle relaxation 
IV. Assign homework 
Encourage application of self-statements for class. Have each 
write down a specific situation to try application and hand in. 
V. Reward appropriate behaviors 
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Session Five 
Purpose: Review homework; review and practice coping self-
statements sequence with eyes closed; introduce cognitive-behavioral 
approach as applied to reading; do exercises; review muscle 
relaxation; assign homework; reward appropriate behaviors 
I. Review homework 
Go over specific situations each student wrote down and have 
them describe how implementation worked. 
II. Review lesson from previous week 
Have group verbalize and then covertly state "coping self-
statement" sequence. Go over: (write on board) 
A. Preparing for stressor 
B. Confronting - "paying attention" 
C. Coping or "do turtle" 
D. If I do ·--' then __ ----
E. Try it! 
F. Pat self on back or try again 
III. Introduce reading cognitive-behavioral approach (write on 
board) 
First: Am I paying attention? 
What's the problem? 
How will I do it? 
Let me try this. 
Okay - great, or try again. 
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Second: 1. Read question at end before starting to read 
passage, 
2. Verbalize self-statements for reading, (write on 
board) 
What's the problem or what should I look for: 
- "Main idea" 
- "Important details" 
- "Order of events" 
Third: Hand out reading passages and work sheets, and leader 
to model above strategy. 
IV. Do exercise 
Ha'nd out reading passages and work sheets. Leader to talk 
group through work sheets using cognitive-behavioral approach. 
Leader then asks group to verbalize covertly as applied to 
reading passage and answering questions, 
V. Review relaxation exercises 
VI. Assign homework 
Have each write down and turn in a specific application to use 
in the classroom for the upcoming week. 
VII. Reward appropriate behaviors 
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Session Six 
Purpose: Review homework; further develop confidence in use of 
coping positive self-statements; do exercises; do relaxation exercises; 
assign homework; reward appropriate behaviors 
I. Review homework 
Go over specific situations each student wrote the previous 
week. Do as group activity using imagery with all closing their 
eyes to recreate specific situations. (Give example of possible 
solutions to: How Greeks determined world is round.) 
Discuss unsolvable problems after several "try agains" and 
model self-statements: "Go on and go back later. If after all 
this, what lf I still fail or get a bad grade?" 
A. 11Was I paying attention?" 
B. "What's the problem?" - "Did I ask teacher or parents for 
help of what other solutions are possible?" 
C. "How can I change this?" 
D. "Let me try again or do turtle." 
E. "Great - I did it - even if I cannot do it - I am not a 
dummy; I can do another question or problem; I will do 
something else and try again later; It is okay if I try again 
and just cannot do it" 
II. Do exercise 
Write on board steps for reading exercise: 
A. Read questions at end of passage first. 
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B. Say to yourself: 
-"What's the problem?" 
- "What's the main idea?" 
-"What are important details?" 
- "What is the order of events?" 
Hand out reading passages and work sheets to practice 
application of skills. 
Hand out math work sheets after reading sheets are completed 
and reviewed by entire group. Review completed math sheets 
with leader "talking through" a problem-solving approach using 
self-statements to model what could be used covertly by 
students. 
III. Review relaxation exercises and integrate, using imagery as a 
coping style when feeling an academic task is hopeless or when 
feeling anxious doing an assignment. 
IV, Assign homework 
Encourage specific application of skills in class. 
V. Reward appropriate behaviors. 
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Session Seven 
Purpose: Review skills learned through homework check and 
application exercises. 
I. Homework review 
II. Do exercise 
Reading and math sheets to complete using model from 
previous lesson 1!6. Leader should again write steps on 
blackboard. Go over answers and self-talk of each student as 
they worked. Help them to realize how distracting self-talk 
occurs and ways to cope with it. 
III. Do relaxation exercise as part of coping strategy to use possibly 
with "turtle." 
IV. Homework given 
Discuss when each student is having most difficulty in the 
classroom. Encourage group to assist with problem-solving 
strategy of self-statements and ask that this be attempted in 
upcoming week. 
V. Reward appropriate behaviors 
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Session Eight 
Purpose: Review and reiniorce skills learned through homework 
check and application exercises. 
I. Review homework 
II. Give study schedules for completion, and the leader is to 
encourage group to plan time and develop problem-solving 
strategies using self-talk. 
III. Do academic exercises 
Reading and math work sheets are to be given out and follow 
the same pattern as in session seven. 
IV. Do relaxation exercises (as time allows) 
V. Assign homework (see session seven) 
Encourage students to reward selves with positive self-
statements when successful. Use imagery with entire group to 
practice specific situations given by students. Students to 
attempt using schedules completed. 
VI. Reward appropriate behaviors 
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Session Nine 
Purpose: Review and reinforce skills learned through homework 
check and application exercises. 
I. Review homework and present "Study Skills" booklet to all. 
II. Do academic exercises (see session eight). 
Reading and math work sheets are to be given out, completed, 
and reviewed. 
III. Do relaxation exercises (see session seven) 
IV. Assign homework (see sessions seven and eight) 
V. Reward appropriate behaviors 
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Session Ten 
Purpose: Review and reinforce skills learned through homework 
check and application exercises; review. 
I. Review homework 
II. Do test-taking presentation 
- Learning to memorize 
-Practice the way you will be tested 
- Learn and overlearn 
-Two main kinds of written tests 
- Other tests 
- Management of time with tests 
(Work sheet to be completed by students as leader describes 
above.) 
III. Do academic exercises (see session eight) 
Reading and math work sheets are to be given out, completed, 
and reviewed. 
IV. Assign homework (see sessions seven and eight) 
V. Reward appropriate behaviors 
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Session Eleven 
Purpose: Review and wrap-up, 
I. Review homework 
Discuss specific applications used in class. 
II. Review problem-solving skills with cognitive-behavioral 
approach using imagery, "turtle," and relaxation. Encourage 
students to generalize cognitive-behavioral approach to many 
situations. 
III. Wrap-up 
Leader is to encourage students to critique the sessions and to 
discuss how applicable it has been in the classroom. Leader is 
to summarize the progress of individual students. 
IV. Reward appropriate behaviors 
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Study Skills 
Session One 
Purpose: Get acquainted; present rationale of program and overview 
of study skills to be addressed; do exercise of self-evaluation; assign 
homework 
I. Get acquainted 
Break into pairs and ask each other: (use index cards to record) 
name, grade, two good things about yourself, what I need to 
change to do better in school. Have each person introduce the 
other based on responses recorded. Leader may need to model 
activity. 
II. Present rationale of program 
Questions for group: 
-How many do well on tests? 
- How many have failed a test? 
- How many think you could get better grades? 
-How many can study with the T.V. on? 
- How many wish you were more organized in school? 
- How many know how to make an outline? 
-How many actually take notes in class on what the teacher 
says? 
- How many ever reread notes? 
- How many believe only smart kids can make A's? 
- How many have a system for studying before an important 
exam? 
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Ask: Why is school important? Relate answers to learning how 
to work on job and organize yourself. Conclude with goals of 
program mentioned about how they will learn to make better 
use of their time. 
III. Present study skills overview with leader encouraging group 
participation. 
A. Lead discussion on improvement of reading ability 
1. Discuss different kinds of reading 
a. Skimming 
b. Reflective reading 
c. Pleasure reading 
d. What other kinds? 
2. Explain how to learn how to read different subjects 
a. Math 
b. Science 
c. Social studies 
d. Reading and language arts 
3. Overview two approaches to reading comprehension 
a. Main ideas 
b. Reading for details 
B. Explain importance of preparing an outline 
1. Outline form 
2. Consistency 
C. Discuss techniques of note taking 
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1. Listening 
2. Note taking form 
3. Rereading notes 
4. Other hinds from group 
D. Present overview of home study 
1. Physical set-up 
a. Typical tasks 
b. Lighting 
c. Distractions 
2. Organization 
3. Goal setting 
E. Discuss reviewing 
1. Organization 
2. Evaluation of subject matter~ 
3. Helpful hints 
IV. Do exercise 
Student complete a self-evaluation sheet. Ask them to take an 
honest look at themselves. If time, review their responses 
without judgment at this time. Note: Leader to keep 
completed self-evaluation sheets. 
V. Assign homework 
Ask group to think about how they study and spend their time 
after school. 
VI. Present behavior management program and reward opportunity 
for all. 
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Session Two 
Purpose: Develop students' awareness of their own study habits; 
assist students in understanding "good" and "bad" study habits 
I. Review homework 
Encourage students to share their study schedule. 
II. Do exercises 
A.. Each student answers the following questions on a piece of 
paper: 
What procedures to you follow for: 
1. Reviewing for a test? 
2. Listening in class? 
3. Watching a school movie? 
~. Doing homework? 
5. Getting a good grade? 
6. Doing a report? 
Encourage them to list a few things they do for each 
activity whether a good study habit or not. Discuss their 
patterns of habits, positive and negative. 
B. Have students finish this sentence on paper and review 
answers: Studying is ••••• 
C. Have students finish this sentence on paper and review 
answers: Little things I do to avoid work are • • • • Leader 
may need to give some personal examples to get them 
started. 
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D. If time - have students complete sentence - About 
studying, I'm proudest of •••• 
III. Assign homework and review session 
Ask students to be prepared to discuss ways they can improve 
their own study habits. 
IV. Reward appropriate behaviors 
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Session Three 
Purpose: Reinforce importance of self-awareness of study habits and 
need to make changes in current habits 
I. Review previous week's objectives 
Review study skills session objectives covered using examples 
of what specific students have realized. 
II. Do exercises 
Using a blackboard, make a line that represents a continuum 
from the world's worst studier to the best. List, from students' 
input, what would be going on in the home at each end. Discuss 
quarter and mid-points on the line. Leader then asks students 
to put their names on the line where they belong at that 
particular point. Each student writes a goal, from homework 
reflection or current thought, on how to improve study habits. 
Leader to encourage group to assist each other in a goal and 
how to implement it. Leader to keep all written goals for 
following week. Leader to mention distractions that interfere 
with our study habits. Leader to role play with another student 
about a friend calling or coming over when you are studying. 
Encourage group discussion of other options to role play. Give 
another example of a T.V. special being on the night before a 
test- what are options? 
III. Assign homework 
Remind individuals of goals they wrote to work on for the week. 
IV. Reward appropriate behaviors. 
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Session Four 
Purpose: Encourage application of skills to the classroom and home; 
develop appropriate behaviors for test taking and studying; improve 
self-awareness of study habits 
I. Review homework 
Leader to encourage discussion of progress made on individual 
goals of students as written from previous week. 
II. Do exercises 
Group will orally read two cartoon stories called: 
"Getting Better Grades"s 
"Taking Tests" 
Leader will lead discussion of stories. 
Students to make a pie of how their day is divided. 
Leader to have students :_>resent their pies to group. Leader to 
advise need for recreation, sleep, exercise and food. 
Schedule exercise: 
Leader to describe story of "Joe," who never has time for 
anything. Then a schedule sheet will be handed out for their 
completion. Stress that they need to complete it as things are 
now. Leader is to collect schedule sheets after completion. 
III. Reward appropriate behaviors 
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Session Five 
Purpose: Reinforce need to learn time management; develop skills in 
learning how to study for tests 
I. Review schedule from last session 
Have students circle areas showing poor use of time. 
Have them make up a new schedule with study time planned in. 
Homework is to have them take home their schedule and 
implement for following week, 
II. Present test-taking lesson (Leader is to hand out work sheet for 
students to complete as leader presents lesson,) 
A. Discuss how to memorize 
B. Discuss time management 
C. Discuss types of written tests 
III. Assign homework 
Remind group to use revised schedule. 
IV. Reward appropriate behaviors 
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Session Six 
Purpose: Develop better study habits, test-taking skills, and listening 
skills 
I. Do study skills exercise 
Hand out "Bone-up" study skills sheet and have them complete 
as leader lectures from "Tips on Studying" sheet. 
11. Do test-taking exercise 
Distribute work sheet face down. 
Explain that they are to practice taking a test. 
Instruct them to read and do exactly what the directions say. 
This is a trick test, but it gets across the idea of following 
directions on a test paper. 
Review the cartoon theme from session four on "Taking Tests." 
III. Do listening exercise 
Leader is to review "How to Listen" sheet. 
Exercise: Each student is to pick out the best listener they 
know and list reasons why. 
If time allows: Leader is to read a short story and see how well 
group can tell it back. 
IV. Show film- "Learning to Listen" {10 minutes) 
V. Review summary and homework assigned 
VI. Reward appropriate behaviors 
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Session Seven 
Purpose: Reinforce basic study skills; develop relaxation technique 
as option when worrying 
I. Review how schedule is working with individuals 
II. Discuss how to study 
Distribute booklets - "How to Study" and have students orally 
read and discuss entire booklet. 
III. Introduce muscle relaxation 
Leader asks for examples of worrying from group. Leader 
describes how worrying makes us avoid or just not do anything. 
Leader talks group through muscle relaxation exercises. 
IV. Assign homework 
Each student is to target a situation in the classroom when 
most worrying occurs and try to "relax." 
V. Reward appropriate behaviors 
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Session Eight 
Purpose: Reinforce use of muscle relaxation skills; develop planning 
and problem-solving skills 
I. Review muscle relaxation exercises 
Leader is to go through entire sequence of exercise with group. 
Leader is to have students describe when they tried it in the 
class. 
II. Do planning and problem-solving lesson 
Planning- Filmstrip: "Planning Your Work" (12 minutes) 
Problem solving -
Leader is to present steps for problem solving. 
Problem is to be given to group. 
Group is to find possible solutions and agree on best ones. 
III. Assign homework 
Each student is encouraged to apply relaxation and problem-
solving skills in the classroom. If time: Leader is to draw out 
from students some specific ways they will implement learned 
skills of this lesson. 
IV. Reward appropriate behaviors 
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Session Nine 
Purpose: Develop basic outlining skills; reinforce relaxation and 
problem-solving skills 
I. Review homework 
How have planning and problem-solving skills worked? 
II. Do group exercise of muscle relaxation 
III. Do outlining skills 
Leader is to present how to outline using a sample passage 
provided. Leader is to model an outline on the blackboard from 
passage read to the group. 
IV. Do exercise 
Each student is to develop an outline for presentation to the 
group on a topic of interest. Leader is to assist individual 
students as needed. 
V. Assign homework 
Leader is to encourage students to outline text material when 
studying for a test. 
VI. Reward appropriate behaviors 
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Session Ten 
Purpose: Summarize main study skills individual students found 
beneficial; re-evaluate self-reports at present and compare 
improvements from those completed at session one 
I. Review homework 
Review outlining and discuss how used over the last week. 
II. no muscle relaxation exercise (brief) 
III. Discuss what you have learned here 
Most and least helpful ••• 
Complete self-evaluation form and have students brag about 
improvements as they compare to what they completed in 
session one. (Leader is to hand out original self-evaluation 
form after all have completed current one.) 
IV. Summarize to group -
Where do you stand? 
Are you a better studier? 
Are you getting help when you need it? 
Have your grades improved? 
V. Reward appropriate behaviors 
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Session Eleven 
Purpose: Review and wrap-up 
I. Do muscle relaxation (brief) 
II. Discuss what study skills you use from our lessons 
III. Encourage input from group of specific study problems 
IV. Wrap-up and review 
V. Reward appropriate behaviors 
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APPENDIX V 
Tables of Means and Standard Deviations 
of Pre- and Posttest Raw Scores 
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Stanford Diagnostic Reading 
Pre- and Posttest Means and Standard Deviations 
Reading Com2rehension Pre Post 
Cogni ti ve-beha vioral M 36.00 40.94 
Sd 8.60 7.16 
Study skills M 34.44 40.67 
Sd 8.71 5.32 
Control M 38.56 41.83 
Sd 6.30 6.83 
Total Population M 36.35 41.15 
Sd 7.96 6.35 
Reading Total Pre Post 
Cogni ti ve-beha vioral M 160.13 166.25 
Sd 11.49 9.13 
Study skills M 153.50 160.89 
Sd 17.60 12.95 
Control M 156.00 165.17 
Sd 13.23 10.61 
Total Population M 154.40 164.02 
Sd 14.41 11.11 
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Children's Academic Intrinsic Motivation Inventory 
Pre- and Posttest Means and Standard Deviations 
Reading Intrinsic Pre 
Cognitive-behavioral M 84.31 
Sd 14.43 
Study skills M 90.06 
Sd 13.44 
Control M 92.56 
Sd 15.14 
Total Population M 89.15 
Sd 14.48 
Math Intrinsic 
Cognitive-behavioral M 96.31 
Sd 17.74 
Study skills M 98.56 
Sd 9.14 
Control 'VI 97.61 
Sd 12.70 
Total Population M 97.54 
Sd 13.23 
General Intrinsic 
Cognitive-behavioral M 80.13 
Sd 10.09 
Study skills M 79.1+4 
Sd 5.28 
Control M 80.89 
Sd 8.37 
Total Population M 80.15 
Sd 7.94 
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Post 
99.69 
15.05 
92.06 
13.53 
99.17 
16.26 
96.87 
15.11 
101.00 
25.77 
95.17 
12.16 
103.83 
14.25 
99.96 
18.06 
83.75 
1 0.51+ 
82.17 
8.30 
86.11 
10.87 
84.02 
9.89 
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Coopersmith Self-Esteem Inventory 
Pre- and Posttest Means and Standard Deviations 
General Self-esteem Pre Post 
Cognitive-behavioral M 17.13 17.06 
Sd ~.94 ~.37 
Study skills M 16.72 17.11 
Sd ~.14 3.77 
Control M 16.56 18.06 
Sd 2.66 3.87 
Total Population M 16.79 17.42 
Sd 3.91 3.95 
School Self-esteem 
Cogni ti ve-beha vioral M 4-.34 4-.63 
Sd 2.34 2.13 
Study skills M 4-.78 ~.11 
Sd 1.26 1.68 
Control M 5.11 5.11 
Sd 1.71 2.05 
Total Population M 4.79 4-.62 
Sd 1.79 1.96 
Total Self-esteem 
Cogni ti ve-beha vi oral M 6~.00 65.38 
Sd 18.99 16.34 
Study Skills M 66.00 65.56 
Sd 13.60 1~.37 
Control M 66.17 69.67 
Sd 10.~6 15.50 
Total Population M 65.44 65.88 
Sd 14.32 15.38 
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Devereux Elementary Behavior Rating Scale II 
Pre- and Posttest Means and Standard Deviations 
Work Organization Pre 
Cogni ti ve-beha vi oral M 15.63 
SD 4.08 
Study sl<ills M 16.78 
Sd 4.54 
Control M 15.89 
Sd 4.42 
Total Population M 16.12 
Sd 4.31 
Need for Direction 
Cogni ti ve-beha vioral M 11.63 
Sd 3.14 
Study Skills M 11.11 
Sd 3.80 
Control M 10.50 
Sd 3.59 
Total Population M 11.06 
Sd 3.50 
Failure Anxietl 
Cognitive-behavioral M 10.56 
Sd 3.74 
Study skills M 11.22 
Sd 3.99 
Control M 8.72 
Sd 3.14 
Total Population M 10.15 
Sd 3.73 
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Post 
16.50 
4.18 
18.06 
4.14 
17.67 
3.96 
17.44 
4.06 
11.25 
3.13 
9.83 
2.94 
9.61 
3.65 
10.19 
3.27 
10.38 
3.34 
10.17 
3.75 
9.72 
4.25 
10.08 
3.75 
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Irrelevant Thinking/Talk Pre Post 
Cognitive-behavioral M 8.63 9.56 
Sd 4.00 3.52 
Study skills M 7.94 8.39 
Sd 2.84 2.43 
Control M 8.28 8.28 
Sd 3.72 2.72 
Total Population M 8.27 8.71 
Sd 3.43 2.90 
Inattention 
Cogni ti ve-beha vioral M 14.81 12.69 
Sd 3.60 4.53 
Study skills M 11.89 11.28 
Sd 4.86 4.07 
Control M 12.78 12.94 
Sd 4.37 4.60 
Total Population M 13.10 12.29 
Sd 4.2 4.38 
Impatience 
Cogni ti ve-beha vioral M 13.69 11.81 
Sd 4.01 2.83 
Study skills M 12.78 11.56 
Sd 4.11 3.68 
Control M 12.72 12.94 
Sd 3.34 4.39 
Total Population M 13.04 12.12 
Sd 3.78 3.70 
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APPENDIX VI 
Children's Academic Intrinsic Motivation Inventory 
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ABSTRACT 
EFFICACY OF A COGNITlVE-BEHAVIORAL TREATMENT 
APPROACH IN IMPROVING ACADEMIC PERFORMANCE OF LOW-
ACHIEVING ELEMENTARY AGE CHILDREN 
MARKEY, JOHN BRIAN, Ed.D. 
THE COLLEGE OF WILLIAM AND MARY IN VIRGINIA, 1986 
CHAIRMAN, DR. ROGER R. RIES 
Low-achieving students tend to be "externals," lack mastery 
orientation, and often do not "take responsibility" for learning. 
Through the cognitive behavioral approach in this study, the goal is to 
help the low achiever become better at self-monitoring and encoding 
information. 
Low-achieving students from two elementary schools were pre-
and posttested using the Stanford Diagnostic Reading Test (to 
measure reading achievement), Coopersmith Self-Esteem Inventory 
(to measure self-esteem), and the Children's Academic Intrinsic 
Motivation Inentory (to measure intrinsic motivation). The teachers 
completed, as both a pre and post measure, the Devereux Elementary 
School Behavior Rating Scale II to measure student classroom 
behavior. Thirty low-achieving students who also received remedial 
reading instruction in each school, were randomly assigned to a 
cognitive-behavioral, study skills, and control group. The treatment 
groups participated in an eleven-week program of either a cognitive-
behavioral or study skills intervention. The cognitive-behavioral 
approach used Meichenbaum's self-instructional phases in the context 
of developing better reading comprehension, study and problem-
solving skills in the classroom. The study skills group received 
training on developing better study habits, and the control group 
received no treatment. The treatment groups were led by school 
psychologists. The course of the treatments followed a detailed 
outline. 
It was predicted that all three groups would show significant 
gains in reading. It was also hypothesized that the cognitive-
behavioral group would show significantly higl":·~r posttest score gains 
in achievement, student classroom behavior, intrinsic motivation, and 
self-esteem than the study skills or control groups. In addition, it 
was predicted that the study skills group would show significantly 
higher posttest score gains in academic achievement than the control 
group. 
The MANOVA design was used to compare all groups to 
determine how they differed on each dependent variable. All grCiups, 
when analyzed together, showed a significant F ratio regarding gains 
in reading. There were no significant differences between any of the 
groups. It was thus concluded that no individual treatment was more 
effective than the other. 
